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ABSTRACT 
THE LONELY SOCIAL WORLD OF RACIAL AND ETHNIC MINORITY AND 
IMMIGRANT YOUTH:  
EXAMINING SOCIAL ISOLATION OF ADOLESCENTS FROM KEY ACTORS 
IN THE SCHOOL CONTEXT 
 
Hua-Yu Sebastian Cherng 
Grace Kao 
John Puckett 
 
Recent reform in U.S. school systems has focused on closing racial achievement 
gaps, but despite great efforts, are children being socially left behind?  We know from 
prior research that adolescents see their relationships with peers, teachers, and parents as 
defining aspects of their lives – and that the absence of these relationships is linked with a 
host of negative outcomes (Coleman 1961; Milner Jr 2006; Hall-Lande et al. 2007). 
Previous work also suggests that racial/ethnic and immigrant minorities may lack positive 
relationships with key actors in their lives. Minority youth face racial discrimination in 
and out of school (Perreira, Fuligni, and Potochnick 2010; Tuan 1998), and many 
newcomers to the United States find it difficult to adapt to their new surroundings during 
the unsettled period of adolescence (Yeh et al. 2008). Having limited social relationships, 
particularly within the school context, may prevent minority immigrant youth from 
learning the norms and expectations of the mainstream. However, little work has 
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examined national patterns in social isolation, an in particular, among racial/ethnic and 
immigrant youth populations.  
My dissertation will address these gaps in literature by focusing on the social 
relationships in the lives of racial/ethnic and immigrant youth. Using the Education 
Longitudinal Study of 2002 (ELS:2002), a nationally representative sample of U.S. high 
school sophomores, I will examine interactions between young people and their peers, 
teachers, and the relationship between teachers and their parents. In this project, I extend 
previous scholarship on the social relationships in the lives of adolescents in a number of 
ways. First, my analysis will reveal broader patterns of social disengagement using a 
nationally representative sample of U.S. youth. Second, I will examine three major types 
of social interactions that shape the lives of adolescents: interactions with peers, teachers, 
and the communication between teachers and parents. Third, I will consider patterns of 
disengagement among racial/ethnic minority and immigrant young people. Results will 
provide scholars, policymakers, and practitioners with a clearer understanding of the 
social lives and relationships of students in the U.S. school system.  
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CHAPTER 1: 
INTRODUCTION 
 
“Education is a social process; education is growth; education is not preparation for life 
but is life itself.”  
-John Dewey (1902:53) 
 
The racial demographics of the United States have gone through unprecedented 
change over recent decades, and this trend is perhaps most evident in schools. For 
example, in 1995, non-White students made up 35.3 percent of students enrolled in public 
elementary and secondary schools (U.S. Department of Education, National Center for 
Education Statistics, Common Core of Data (CCD), 2012). Almost two decades later in 
2014, this percent has increased to 49.5 percent, and in two years, racial minorities are 
projected to comprise the majority of students in public schools. This change in racial 
landscape of students is almost entirely due to increasing numbers of students with Latino 
or Asian heritage. Latino students now comprise almost a quarter of the student 
population in the U.S., and Asian students are the fastest growing group (currently at 5.4 
percent). Compared to their White and Black counterparts, Latino and Asian students are 
also much more likely not to have been born in the U.S. For example, in 2007, 11.4 
percent of Latinos and 23.9 percent of Asian individuals under the age of 18 were 
foreign-born (Aud, Fox, & Kewal Ramani, 2010). By 2040, approximately one-third of 
American children under 18 will be raised in immigrant families (Suárez-Orozco, Suárez-
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Orozco, & Todorova, 2009). Given the vast change in the landscape of American schools, 
we are left with the question: how are schools dealing with racial/ethnic minority and 
immigrant youth?  This question can be addressed using theoretical and policy 
perspectives.  
 
Theoretical Frameworks 
Theoretically, the social adaptation of non-dominant youth falls into an large body 
of literature that has examined how groups such as European immigrants and Southern 
Blacks at the turn of the last century, Asian immigrants post-1965 and the more recent 
arrivals from Mexico and Central and South America, are brought into the mainstream. 
Much of this literature argues that assimilation, either upward or downward, is shaped by 
social institutions and individuals that operate within these institutions. However, 
interactions with these key actors are often rare. Scholars that are interested in the 
assimilation of minority immigrant youth focus on academic attainment as a benchmark 
of mobility, and few studies examine the social interactions that are necessary to expose 
these youth to mainstream norms and expectations.
1
  In my dissertation, I begin with the 
simple premise that virtually all youth in the United States must be students, and 
therefore must interact with schools. Therefore, minority immigrant youth share the same 
building with sets of two actors that can familiarize them with mainstream norms: their 
peers and their teachers. The question remains, however, the extent to which these 
                                            
1
 There are a number of studies that examine patterns in interracial friendship, such as Kao & Joyner (2004). 
By mainstream, I mean white, middle class norms. In this dissertation, my interest is in the relationships 
that minority immigrant form with key actors that can expose them to these values, and not the values 
themselves. For a review of assimilation literature in sociology, please see Waters and Jiménez, 2005.  
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interactions between these actors and minority immigrant youth occur. Therefore, the 
study of the educational experience of minority immigrant youth must also incorporate 
theoretical arguments that interactions with key actors form networks, and that the social 
capital individuals garner through these networks can be converted into resources that 
contribute to social adaptation and upward mobility (Bourdieu, 1986; Coleman, 1988).  
Other theoretical literature from which I will draw is frameworks that describe 
and theorize racial/ethnic prejudice and discrimination. Omi and Winant (1994) argue 
that major changes to immigration laws in the 1960s and poor economic performance in 
the 1970s set the stage for a re-articulation of racial and racist ideology, as well as anti-
immigrant ideology, in the 1970s and 1980s. Other work that examines Asian American 
experiences argues that Asian Americans are often portrayed as the Model Minority. An 
oft-used argument in public and political discourse is that the academic success of Asian 
Americans, particularly the second generation, is due to positive cultural beliefs that 
foster academic success (Kao & Thompson, 2003). Implicit in this argument, however, is 
the belief that other groups do not do as well due to lack of positive beliefs, which 
circuitously returns to notions of cultural deficiency. Many of the findings in my 
dissertation reveal social disadvantage experienced by minority immigrant youth on a 
large scale. I argue that the limited interactions between racial/ethnic minorities and peers 
and teachers may reflect racist ideologies that are pervasive in society, and work to 
perpetuate social disadvantage experienced by minority youth.  
Ironically, the root of racial discrimination in interactions – beliefs of foreignness 
or “other-ness” – prevents the very social interactions that can form a basis of mutual 
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understanding. Put more plainly, the social disadvantage experienced by immigrant youth 
also has implications for their exposure to and potential adoption of mainstream norms. 
Segmented assimilation theory was formulated to explain a diversity of outcomes on 
various indicators, such as academic achievement, and theorizes how racism and 
prejudice form a barrier to the assimilation of immigrant youth (Portes & Zhou, 1993). 
Portes and Zhou argue that the racialization of youth – or how immigrants are ascribed 
into a racial hierarchy by the host society – also influence pathways of assimilation. All 
immigrant groups are influenced by stereotypes associated with certain positions in the 
racial hierarchy. Social disengagement of immigrant youth, likely due in part to racial 
discrimination and anti-foreigner sentiments, likely form a barrier in their assimilation 
process.  
 
Policy Framework 
The argument that schools are socializing institutions is not one made only by 
sociologists, but also by policy makers that have shaped the rise of schools in the United 
States (Dewey, 1902; Mirel, 2010). From the policy realm, one of the principal goals of 
universal education at the turn of the last century was to create the role of schools as an 
assimilating institution.  
At the turn of the last century, large urban areas in the North, such as New York, 
experienced a massive influx of immigrants from Southern, Central, and Eastern Europe. 
As a result, local, state, and federal governments were given the task of how best to deal 
with foreign-born children (Lieberson, 1980). Public discontent over the widespread 
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notion that errant youth from Europe filled city streets incited policymakers to create 
schools for immigrant children (Zelizer, 1994). Beyond just a physical space to house 
children while parents were working, schools became an institution where youth were 
taught English (at the expense of fluency in the language of their parents) and moral and 
civic lessons of the new American way. Often the motivation behind curricula that was 
designed to assimilate immigrant youth was to overcome perceived deficient parenting 
and bring children into the folds of their new motherland (Mirel, 2010).  
While much of the explicit rhetoric of assimilation and corrective education has 
changed in contemporary times, many of the underpinnings of education policy that 
influence the lives of minority immigrant youth remain the same. From recent language 
policies that eliminate bilingual education in many regions of the U.S. where the majority 
of children do not speak English at home, to policymakers that still invoke discourses of 
insufficient parental investment of certain minority groups, one of the goals of education 
in the U.S. is still to assimilate non-dominant youth (Casanova, 1996; Margonis, 1992; 
Stinson, 2006). 
 
The Education Longitudinal Study of 2002  
Throughout this dissertation, I use data from the Education Longitudinal Study of 
2002 (ELS:2002). The ELS:2002 is a nationally representative and longitudinal study of 
high school sophomores in 2002 and high school seniors in 2004. The study administers 
questionnaires to students, parents, teachers, and administrators, and provides a wealth of 
information on the academic and social lives of youth.  
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In two chapters, I use survey items that are found on the teacher questionnaire as 
the basis of my analyses. Unlike other teacher questionnaires that ask teachers to report 
on overall classroom conditions only (such as the High School Longitudinal Survey of 
2009), the ELS:2002 interviews English and Mathematics teachers of each student 
respondent, and asks teachers a number of questions of their interactions with and beliefs 
of the specific student respondent and their families. While these questions to teachers do 
not directly reflect their racial/ethnic prejudices, large-scale patterns that are comprised of 
aggregated teacher responses may reflect the subtle, but pervasive effect of racial 
stereotype that permeates U.S. society. And short of designs such as audit studies of 
teachers that, to the knowledge of the author, do not exist, examination of teacher beliefs 
and actions that may be shaped by implicit racial biases may be the only effective way of 
examining prejudices that give rise to racial/ethnic and immigrant inequalities (Quillian, 
2006).  
 
Dissertation Organization and Research Questions 
My dissertation examines three important social relationships in the lives of 
minority immigrant youth within the school context: friendships with peers, relationships 
with teachers, and communication between teachers and parents. This organization also 
reflects the need for student-based inquiry approaches (Wiggan, 2007). In essence, each 
chapter of my dissertation focuses on a social relationship and documents patterns of 
disadvantage that may provide scholars and policymakers with much needed information 
and is also of great importance to youths themselves.  
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 Chapter 2 provides a review of research that serves as a foundation of the 
analytical chapters of the dissertation. Chapter 3 describes more fully the ELS:2002 
dataset and measures that form the basis of my analyses. In Chapter 4, I investigate the 
relationship between minority immigrants and their peers in school. I examine two 
avenues for relationships: direct report of friendships in school and participation in 
extracurricular activities. Chapter 5 focuses on teacher report of personal relationships 
with their students as measured by how familiar teachers are with students, whether they 
perceive students to be exceptionally passive or withdrawn, and whether they talk with 
students outside of class. Chapter 6 complements research on minority immigrant parents 
contacting schools by examining patterns of teachers reaching out to parents over 
academic and disruptive behavior. Figure 1.1 is a diagram of the relationships examined 
in my dissertation.  
[Figure 1.1 about here.] 
I conclude my dissertation in Chapter 7 by revisiting the findings of the previous 
three chapters and discussing the contributions of my dissertation. I incorporate my 
findings into the existing body of theoretical, empirical, and policy scholarship, and make 
recommendations both for future avenues of research and for policies that can best 
address inequalities revealed in this study.  
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CHAPTER 2: 
LITERATURE REVIEW 
 
Since the inception of universal education at the turn of the last century, there 
have never been more racial and ethnic minority and immigrant students in the United 
States. Currently, racial/ethnic minorities represent more than one-third of the U.S. 
population and almost half of public elementary and secondary school students (U.S. 
Department of Education, National Center for Education Statistics, The NCES Common 
Core of Data (CCD), 2012). 
These figures reflect an overall increase in minority students during the past three 
decades. In the 2008-2009 school year, Hispanic students accounted for 22% of the total 
student population, followed by Blacks (17%) and Asian/Pacific Islanders (5%) (U.S. 
Department of Education, 2009). In large metropolitan areas, such as New York, the 
large majority of students are children of immigrants (Passel, 2011). Moreover, children 
of immigrants account for approximately 25% of children under age 18. Hispanics 
comprise 53% of children of immigrants and 51% of foreign-born children, and Asians 
comprise 18% of children of immigrants and 24% of foreign-born children (O’Hare, 
2004). Racial/ethnic minorities and immigrant children include an increasing share of 
adolescents in the United States. Thus, it is especially important to understand the 
experiences of these youth. 
The past few decades of research has revealed much about the academic lives of 
minority and immigrant youth. Relatively less work – particularly comparative work 
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employing quantitative analyses – focuses on the social lives of students in the school 
context. My dissertation addresses this gap in research and knowledge by investigating 
patterns of social relationships minority immigrant have with their peers, teachers, as well 
as teachers with parents.  
 
The Importance of Social Engagement Among Youth 
Though there are many ways to operationalize social engagement, my analyses 
examine the types of social engagement that may be most meaningful to adolescents: 
having friends, socializing with friends, and informally interacting with peers through 
participation in extracurricular activities. To begin with, research highlights the 
importance of friendships for adolescents. Adolescents can form salient bonds with peers, 
which are vital for adolescent well-being and is an important avenue for adolescents to 
learn about their role in the social world (Allen, Moore, Kuperminc, & Bell, 1998; 
Crowell, Fraley, & Shaver, 2008; Youniss & Smollar, 1987). This research often 
highlights the importance of time spent in informal interactions and the importance of 
friendship quality (Brown, 2004; Feld, 1991; Milner Jr, 2006). Importantly, other work 
notes the potential negative consequences of friendships (Berndt & Keefe, 1995; 
Espelage, Holt, & Henkel, 2003; Lerner & Steinberg, 2009).  
In addition to the importance of friendships, scholars have long argued that 
adolescents who are less engaged in social networks are prone to a variety of negative 
outcomes, including engagement in risky behaviors, poor academic performance, poor 
mental health, a greater risk of suicide, and missed opportunities to interact informally 
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with peers (Bearman & Moody, 2004; Kohn & Clausen, 1955; Trout, 1980). Moreover, 
as competition for college admission increasingly involves nonacademic indicators of 
success, not participating in extracurricular activities may negatively affect college 
admission (Cabrera & La Nasa, 2001). For example, Kaufman and Gabler (2004), using 
the National Education Longitudinal Study of 1988 (NELS:1988), find that participation 
in cultural extracurricular activities is associated with a higher odds of college attendance, 
and that activities that are unique among peers (i.e., yearbook participation among male 
students, which is relatively uncommon) facilitate admission to “elite” colleges.  
 
Race/Ethnic Patterns of Participation in Friendships and Extracurricular Activities  
A large body of literature examines racial/ethnic differences in friendships 
(Joyner & Kao, 2005; Kao & Joyner, 2004; 2006), but less work focuses on the 
differences in number of friends and quality of friendships across different racial/ethnic 
groups. One study considering a sample of 136 Black and White adolescents found that 
White adolescents had more contact with their White best friends in school and less 
contact outside of school, compared to Black adolescents with Black best friends. 
Moreover, Black students had fewer reciprocal friendships than their White counterparts 
(Clark & Ayers, 1992). In one of the few studies of adolescent friendships that consider 
racial/ethnic variation beyond Black-White differences, Way and Chen (2000) found 
significant racial/ethnic variation in friendships. For example, their study of 160 low-
income, racial/ethnic minority ninth-grade students found that Black and Latino girls 
received more support from friendships than Asian female students. Another study that 
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compared friendship patterns of Black and White children found notable gender 
differences: White girls reported more peer-support and intimacy in their friendships than 
White boys, although this difference was not found for their Black counterparts (DuBois 
& Hirsch, 1990).  
Though scholars highlight the benefits of participation in extracurricular school 
activities for racial/ethnic minorities, much less work considers patterns of participation. 
Students from diverse ethnic backgrounds may feel isolated from peers inside and outside 
of school due to feeling alienated from the norms and values of mainstream education 
(Delgado-Gaitan, 1988). Indeed, prior research notes that Black and Hispanic students 
often report weaker bonds with other students and schools, compared to their White 
counterparts (Calabrese, 1989; Ream & Rumberger, 2008). Overall, research on 
racial/ethnic variation in extracurricular activity participation comes to mixed 
conclusions. One study found that although youth participation in extracurricular 
activities was associated with greater levels of school connection, regardless of ethnicity, 
Hispanic students had significantly less involvement than White students (Brown & 
Evans, 2002). However, another study using a national sample of high school students 
found that, compared to their White counterparts, Blacks were more likely to participate 
in sports and fine-arts activities and Asians were more likely to participate in academic 
clubs (McNeal, 1995).  
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Immigrant Generation Patterns of Participation in Friendships and Extracurricular 
Activities  
There is also reason to suspect that immigrant generation status may affect 
patterns of friendship and extracurricular participation. Those born in the United States 
may be more familiar with their surroundings and school norms than foreign-born youth. 
Additionally, scholars often see the adolescent period as particularly traumatic for 
immigrant youth. For example, it is common for Chinese immigrant youth to report lack 
of school social support and invisibility (Yeh, Kim, Pituc, & Atkins, 2008), and Latino 
youth often report a fear of discrimination (Perreira, Fuligni, & Potochnick, 2010). 
Classical assimilation theory also describes schools as the primary setting where students 
are exposed to mainstream culture (Birman & Trickett, 2001; Rumbaut, 1995; Zhou, 
1997) and spend the majority of their time. One work argues that the new social network 
of immigrants is vital to their negotiating of racial/ethnic identities (Hoerder, Hébert, & 
Schmitt, 2005). Other authors argue more directly that immigrant participation in civic 
activities is vital for “becoming American,” although civic engagement is typically low 
among immigrant youth (Stipek, 2006).  
Even beyond theoretical discussions by immigration scholars, schools have long 
been thought of as institutions of social reproduction (Bourdieu, 1977). The fact that 
immigrant youth must attend school is a step towards what Gordon refers to as structural 
assimilation, the “large-scale entry into the cliques, clubs, and institutions of host society, 
on the primary group level” (Gordon, 1964:71). Any subsequent assimilation, Gordon 
argues, is not possible without this primary exposure.  
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Despite these theoretical perspectives, little existing research considers 
differences in friendships and extracurricular activities between immigrant and non-
immigrant youth. With respect to friendships, Yu et al. (2002) found that Asian 
immigrant students in the United States also report difficulty making friends, and Way 
and Chen (2000) suggest that Asian-American youth, particularly girls, have less 
friendship support overall than their Latino or African-American counterparts. Immigrant 
youth may also participate less in extracurricular activities than their native-born peers. 
For example, one study found that children of immigrants, compared to children of 
native-born parents, were less likely to participate in school sports and clubs (Reardon-
Anderson, Capps, & Fix, 2002). However, another study, based on case studies from 
various qualitative studies, revealed that many children of Chinese and Korean 
immigrants participated in language schools that offered a wide array of extracurricular 
activities (Zhou & Kim, 2006).  
Taken together, theoretical perspectives and empirical results provide an existing 
body of research that focuses mostly on Black-White differences in social engagement 
(especially with respect to friendship) and the benefits of participation in social activities. 
However, there is a need for scholarship that considers racial/ethnic variation across a 
wide spectrum of race/ethnic groups and considers immigrant generation status. 
Generation status is particularly important for Asian and Hispanic adolescents, because 
relatively larger proportions of Asians and Hispanics hail from immigrant families 
compared to their white and black counterparts. In addition, much of what we know 
about social engagement among immigrant adolescents comes from qualitative research. 
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This qualitative research provides rich detail of social engagement of newcomers but 
does not address large-scale patterns of engagement (specifically, friendships and 
extracurricular activities) among specific racial/ethnic and immigrant generation groups, 
which is increasingly important given the rising number of immigrant students in the 
United States.  
Additional Predictors of Friendships and Extracurricular Activities  
Additional demographic and socioeconomic factors may be associated with 
friendships and extracurricular activities among adolescents. To begin with, females form 
different networks than males (Bearman & Moody, 2004; Billy, Udry, & Rodgers, 1984; 
Clark & Ayers, 1992). For example, girls typically establish intimacy through discussion 
and boys through shared activities (McNelles & Connolly, 1999). Research also points to 
gender differences in participation in different types of activities, with male students 
participating more in sports than their female counterparts and females participating more 
in school clubs (Eccles et al., 2003; Eccles & Barber, 1999).  
Other demographic and socioeconomic characteristics may be associated with 
race/ethnicity, immigrant generational status, and social engagement. For example, 
measures of socioeconomic status such as parental income and education are positively 
associated with participation (Fredricks & Eccles, 2006). Similarly, schools that serve 
more disadvantaged populations generally offer fewer in-school activities than schools 
that serve more advantaged populations (Cohen et al., 2007; Cooper et al., 1999). 
Children of married and cohabiting parents have greater well-being than their 
counterparts, and number of siblings is positively associated with well-being (Astone & 
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McLanahan, 1991; Brown, 2004; Sandefur & Wells, 1999). Student employment may 
also influence a student’s choice to participate in friendships and extracurricular activities, 
with studies showing both positive and negative relationships (Gilman, Meyers, & Perez, 
2004; Marsh & Kleitman, 2005; Warren, 2002). Similarly, children with chronic or acute 
health conditions, compared to their healthy counterparts, may be unable to participate in 
friendships or extracurricular activities. 
 
Schools and Teachers as Socializing Agents 
  For immigrant youth, schools are more than buildings in which they learn 
academic subjects. Schools also serve as an important institution that socialize them to 
life in the United States. The notion that schools can serve as socializing agents garnered 
much attention over one hundred years ago, when free and public schools in large 
American cities started to deal with a large and sudden influx of Western, and later 
Southern and Eastern European immigrants (Bryk, Lee, & Peter 1993; Katz 1987). John 
Dewey, a prominent American education philosopher, recognized the role that public 
schools played in the assimilation of immigrant youth (Dewey, 1902). In his 1902 
address to the National Education Association, he stated “the power of the public schools 
to assimilate different races to our own institutions, through the education given to the 
younger generation, is doubtless one of the most remarkable exhibitions of vitality that 
the world has ever seen” (Dewey, 1902:78). Although the current context of immigration 
is vastly different from that during the turn of the last century, the role of schools as 
socializing agents of immigrant youth remains. As one of the primary institutions 
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immigrant youth are exposed to, schools can teach “American” values that foreign-born 
parents may not be able to imbue in their children. Within schools, teachers are the 
primary agents responsible for socializing immigrant youth (Wilson, 1962; Stanton-
Salazar, 1997; 2011). The instruction of U.S. values can occur through the classroom 
curriculum, and teachers can also impart more subtle norms and social expectations 
through direct interactions with immigrant youth. These interactions are likely to occur 
when teachers form personal relationships with their students.  
 
The Importance of Personal Relationships with Teachers for Racial and Ethnic 
Minority and Immigrant Youth 
In addition to scholarship that investigates theoretically the role of schools and 
teachers in the acculturation of immigrant youth, a small body of empirical work has 
examined the personal relationships between teachers and students. This body of research 
argues that personal relationships between teachers and students are vital for students’ 
social experiences in school. Personal relationships are measured in a variety of ways 
including teacher familiarity with, care for, and informal interactions with students 
(Hamre & Pianta, 2001; 2005; Suárez-Orozco, Pimentel, & Martin, 2009; Suárez-Orozco, 
Rhodes, & Milburn, 2009; Osterman, 2000; Wentzel, 1998). Research documents 
examples where teachers form very close personal relationships with their minority and 
immigrant students (Erickson, 1987; Phelan, Davidson, & Cao, 1991; Warikoo, 2004). In 
one study of 32 racially and ethnically diverse high school students, researchers found 
that the majority of students reported having at least one caring teacher, and that even 
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small efforts on behalf of teachers to reach out to students – such as asking about 
students’ daily lives and encouraging them to persevere after receiving a low grade – 
were perceived as evidence of caring (Ozer, Wolf, & Kong, 2008).  
For immigrant students, personal relationships with teachers may be particularly 
important, given that many immigrant students must learn to navigate their new 
surroundings without the assistance of their parents. Immigrant parents often lack the 
English proficiency necessary to communicate with teachers and school officials (Njue & 
Retish, 2010; Phelan, Yu, & Davidson, 1994; Stanton-Salazar, 2001; Suárez-Orozco, 
Suárez-Orozco, & Todorova, 2009). Teachers can help newcomers, who may be 
unfamiliar with the educational system or mainstream norms, acclimate to their new 
environment and navigate obstacles both in and outside of the classroom (Rumbaut & 
Cornelius, 1995). One study of a high school that served an immigrant Latino population 
found that some teachers were sensitive to stressors that many of their students faced, 
such as discrimination and acclimating to their new country, and would talk with them 
outside of class about these issues (Sosa & Gomez, 2012). They often maintained 
relationships with these students for several years after having taught them.  
Through strong personal relationships with teachers, immigrant youth may learn 
important values that can aid them with their lives in the U.S. One such value is the 
desire to be a patriotic citizen, which has been linked to a wide array of positive 
outcomes, including a sense of belonging in school and in their new country (Schwartz, 
Montgomery, & Briones, 2006; Sherrod, Flanagan, & Youniss, 2002; Sherrod, 2003). For 
example, in one study of approximately 8000 young people from twenty-six countries, 
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immigrant youth who identified with their new country had higher life satisfaction, self-
esteem, and reported fewer problems adjusting to the school environment (Berry, 
Phinney, Sam, & Vedder, 2006). 
However, not all teachers have positive personal relationships with their minority 
and immigrant students, and scholars argue that negative relationships may reflect 
teachers prescribing to racial stereotypes (Lee, 2005; Louie, 2012; Rosenbloom & Way, 
2004). An ethnographic study found that immigrant Latino middle school students 
pointed to their teachers’ racial/ethnic discrimination against them – disparaging them for 
not speaking English, suggesting that they were not hard working or invested in school –  
as the primary reason for their lack of investment in school (Katz, 1999). Another study 
of Chinese immigrant students found that they often felt invisible and poorly supported 
by school personnel (Yeh, Kim, Pituc, & Atkins, 2008). These students reported that 
teachers often overlooked their personal qualities and academic achievements. Moreover, 
students also perceived that teachers did not pay attention to them. At the same time, 
school, teachers and counselors reported being unfamiliar with or unaware of the many 
challenges that Chinese immigrant youth face. 
Student perceptions of poor personal relationships with teachers are also more 
prevalent among immigrant youth than White students who have dropped out of school 
(Wayman, 2002). One notable comparative study of 607 academically at-risk first-grade 
students found that teachers perceived their relationships with African Americans to be 
more negative than their relationships with White and Latino students (Hughes, Gleason, 
& Zhang, 2005).  
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Overall, previous research provides evidence that interactions between teachers 
and minority and immigrant youth can result in both positive and negative outcomes: 
minority students and particularly newcomers may rely on teachers to help them navigate 
their surroundings, but they also report discriminatory experiences with staff. While it is 
clear that the ways that teachers perceive and interact with minority and immigrant 
students are important, gaps in knowledge exist in research on these topics. The majority 
of this research only examines personal relationships between teachers and students 
belonging to one racial/ethnic group. It remains unclear, therefore, whether teacher-
student relationships differ across different groups of students. Existing work also only 
focuses on positive or negative interactions between teachers and students and does not 
illuminate the overall nature of teacher-student relationships. Finally, there is little 
empirical evidence supporting the claim that strong relationships with teachers foster 
students’ feelings of belonging in the U.S. 
 
Student, Teacher, and School Characteristics that Influence Teacher-Student 
Personal Relationships 
 In addition to students’ racial and ethnic background and generation status, other 
factors such as student, teacher, and school characteristics may be associated with 
teacher-student personal relationships. Gender and social class are important lenses 
through which to interpret students’ relationships with teachers. Teachers may have more 
favorable interactions with girls and students from higher social class backgrounds than 
boys and youth with fewer class resources (Bettie, 2003; Ispa-Landa, 2013). Other 
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student characteristics, such as the desire to engage with peers and academic activities, 
are also likely to influence personal relationships with teachers. Moreover, the ability of 
students to communicate in English with teachers can also help facilitate teacher-student 
relationships (Rosenbloom & Way 2004; Valdés 1998). For example, one study of Latino 
students in English-only and bilingual classrooms found that teachers perceived students 
in bilingual classrooms to be less academically and socially competent than students who 
had a better command of English (Edl, Jones, & Estell, 2008). 
Individual characteristics of teachers, such as their gender, race/ethnicity, age, and 
teaching experience, may influence their interactions with students. One study using the 
National Education Longitudinal Survey of 1998 (NELS:88) dataset found that even after 
considering student performance, White female teachers evaluated their White female 
students more highly than did White male teachers (Ehrenberg, Goldhaber, & Brewer, 
1995). The race of the teacher has also been shown to matter in terms of interactions 
between teachers and students (Beady & Hansell 1981; Dee 2004; Downey & Pribesh 
2004; Steele & Aronson 1995). For example, one study found that White teachers 
criticized Black students more than Black teachers did (Simpson & Erickson, 1983).
2
  
Prior work has also shown that experienced teachers employ more effective teacher-
student interaction styles than less experienced teachers (Brekelmans, Wubbels, & den 
Brok, 2002; Enz & Christie, 1997).  
Finally, the school conditions may also influence personal relationships between 
teachers and students. Existing research has shown that school size and instructional 
                                            
2
 Criticism included reprimands for social and academic behavior, including using phrases like “that’s 
wrong” and “you could do better.” 
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space are important to interactions teachers have with students (Bourke, 1986; Buckley, 
Schneider, & Shang, 2005; Lee & Smith, 1997; Schneider, 2003). One study of 5000 
teachers and 23,000 students in Chicago schools found that teachers in smaller schools 
had a more positive attitude about their responsibility for students’ learning (Lee & Loeb, 
2000). Another set of analyses that examined the facilities of 80 middle schools in 
Virginia found a positive association between better school facilities, such as adequate 
classrooms, and measures of school climate, such as the belief that teachers are 
committed to helping students (Uline & Tschannen-Moran, 2008). 
 
The Importance of Communication between Parents and Schools and Teachers 
Communication between parents, schools, and teachers has long been heralded by 
scholars, educators, and families as one of the most important ingredients required for the 
academic success of children (Chen & Stevenson, 1995; Coleman, 1975; Dearing, 
Kreider, Simpkins, & Weiss, 2006; Hill & Tyson, 2009; Iverson, Brownlee, & Walberg, 
1981; Sui-Chu & Willms, 1996). For the most part, studies focus primarily on parents 
contacting schools while largely ignoring how educators contact parents. Despite this 
imbalance, evidence strongly points to the value of communication between parents and 
school faculty. For example, one study using the National Educational Longitudinal 
Study of 1988 (NELS:88) found that parental contact with schools in both eighth and 
twelfth grade was associated with better academic outcomes, such as the likelihood that 
seniors were enrolled in academic high school programs and taking more core academic 
subjects (Catsambis, 2001). A meta-analysis of 25 studies also found that parental 
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involvement with schools – partially defined as parents contacting schools and vice versa 
– was positively correlated with academic achievement (Fan & Chen, 2001). 
Ethnographic and interview studies reveal that parents interacting specifically with 
teachers help both parties gain valuable information to support the academic progress of 
students (Delgado-Gaitan, 1991; Lareau & Calarco, 2012; Lareau, 2000; Lawson, 2003). 
Parental communication with teachers, who are typically the school faculty most familiar 
with the child, can help parents better track the academic progress of their children. 
Moreover, teachers can also better understand emotional developments at home that may 
shape how the child is learning in the classroom (von Salisch, 2001). However, some 
work has found a negative association between parental communication with school and 
academic outcomes. One study also using the NELS:88 found that parents of eighth 
graders contacting schools (and vice versa) had a small negative effect – approximately 5 
percent of a standard deviation – on mathematics and reading scores (Sui-Chu & Willms, 
1996). The authors posited that this negative effect may reflect parents contacting schools 
for assistance when children were struggling with academics. 
Strong communication between parents, schools, and faculty members not only 
supports the academic progress of students, but also fosters the social development of 
youth. Researchers have found that communication between parents and teachers help 
children become engaged with their learning, develop a stronger sense of school 
community, and have healthier overall subjective well-being (Fredricks, Blumenfeld, & 
Paris, 2004; Osterman, 2000; Park, 2004). Contact between parents and schools can also 
stem negative behavior in school. A four-year longitudinal study of 463 adolescents 
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found that parental contact with schools in 7
th
 grade was associated with fewer behavior 
problems in 8
th
 grade (as well as higher academic aspirations in 11
th
 grade) (Hill et al., 
2004).  
Some studies suggest that parental contact with schools may be more important 
for minority and immigrant youth and their parents. In one study of adolescents in 7
th
 
grade, parental contact with teachers was also associated with higher academic 
achievement, but only for Black students and not White students (Hill & Craft, 2003; Hill 
et al., 2004). However, Fan and Chen (2001) find that the strength of the positive 
association between parental contact with schools and higher grades is similar for White 
and non-White students. 
Given that communication between parents, schools, and teachers is such an 
important component of the academic success of students, it is no surprise that 
communicating with parents is a formal responsibility of the teaching profession and is 
explicitly mentioned in federal policy (Senge et al., 2000). For example, the No Child 
Left Behind Act (NCLB) of 2001 stipulated that “the participation of parents in regular, 
two-way, and meaningful communication involving student academic learning and other 
school activities” is a necessary component to promote student success (No Child Left 
Behind Act §9101, 2002.). The NCLB Act largely defined parental involvement, in part, 
as strong communication with schools, and conversely, called on schools and teachers to 
maintain better lines of communication with parents. The legislation also emphasized 
stronger communication between parents, schools, and teachers to bolster the academic 
achievement of historically low-performing groups.  
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Overall, studies find that communication between parents and schools supports 
the academic and social development of children, and is thus a prominent component of 
wide-reaching education policy. However, in studies that draw from survey data, almost 
all operationalizations of contact between parents and schools do not state the 
information that is being communicated between the two parties. Additionally, it is 
unclear what staff member from the school is conversing with the parent. These 
distinctions are important. For example, teachers may perceive communicating with 
parents over negative academic or behavior issues of the child to be more urgent than 
contacting parents over positive news. Any communication with the teacher may also be 
more important than other types of communication with schools, such as automated 
messages from school offices contacting parents over minor scheduling changes. These 
limitations must be addressed to assess whether there are differences in patterns of 
communication between parents and teachers over positive or negative news of the child.  
 
Racial and Ethnic Minority and Immigrant Parental Contact with Teachers and 
Schools 
A growing body of work examines patterns of contact between schools and 
minority and immigrant parents. Overall, contact between parents and schools vary by 
activity and racial/ethnic and immigrant groups. For example, immigrant Latino and 
Asian parents are just as likely as native-born parents to attend parent teacher conferences, 
but less likely to volunteer at schools (Nord & Griffin, 1999). Kao and Rutherford (2007) 
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find, using NELS:88, that immigrant Latino and Asian parents are less likely than third-
generation White parents to participate in parent-teacher organizations. 
Barriers to communication with schools for minority and immigrant parents 
include English-language difficulty, lack of time, differences in norms of contact between 
parents and schools, and stigma when parents interact with school faculty (Rumbaut & 
Portes, 2001; Turney & Kao, 2009; Zhou, 1997). It may also be the case that parents’ 
time spent at work may hinder their academic interactions with their children at home 
(Hornby & Lafaele, 2011). Prior research has also revealed that many immigrant parents 
who contact schools find the interactions unsatisfactory. In a qualitative study of Latino 
college-goers and their parents, Louie (2012: 69) found that immigrant parents also 
perceived that there was a wide spread view that “parents are always at fault, never the 
school.”  As a result, Latino parents perceived school staff to be unwelcoming towards 
their questions (Inger, 1992; López, Scribner, & Mahitivanichcha, 2001). Asian 
American parents expressed that educators seemed unconcerned and uninformed over 
unique barriers, such as a lack of understanding of U.S. school systems that parents and 
children faced, and found the limited communication with educators unsatisfactory (Lee 
& Chen, 2000; Li et al., 2008; Yeh, Kim, Pituc, & Atkins, 2008). 
Research has repeatedly revealed that immigrant parents overwhelmingly 
expressed a desire to engage with their children’s schooling, despite barriers, such as 
schools not having translators or teachers being absent from school open houses, that 
prevented them from engaging with schools (Ramirez, 2003; Suárez-Orozco & Suárez-
Orozco, 2002). For example, Carreón, Drake, and Barton (2005), drawing from 
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observations and interviews of three immigrant Latino families, found an overwhelming 
desire of parents to communicate with school actors, but barriers such as material 
hardships and conflicting views of the role of parents and schools with school faculty 
prevented meaningful communication.  
It should be noted that, similar to studies of the importance of parental contact 
with schools, quantitative studies of minority and immigrant parental contact with 
schools rely on definitions of contact that do not provide detail on the content of 
conversation or school actors involved in the communication. It also remains unclear how 
schools and teachers perceive parental barriers, such as lack of English proficiency, or 
differences in understanding of parental engagement with schools, as obstacles to 
communication. 
 
Student, Teacher, and Parental Characteristics and Perceptions that Shape 
Teachers Contacting Parents  
 Given the one-sidedness of research that examines parents contacting schools and 
teachers, it is important to ask: what factors may shape teachers reaching out to parents?  
Most apparently, the actual performance and behavior of students – either positive or 
negative – should shape whether teachers contact parents. However, prior research 
suggests the relationship between student performance and behavior and teachers 
contacting parents may be more complicated. 
 One factor that may shape patterns of teacher contact with parents over academic 
issues (such as homework completion) is racial stereotypes of academic performance. A 
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large body of literature has documented that teachers have different perceptions of the 
academic ability of different racial groups of students: teachers often have lower 
academic expectations of Black and Latino students compared to White and Asian 
students (Baron, Tom, & Cooper, 1985; Diamond, Randolph, & Spillane, 2004; Ferguson, 
2003; McKown & Weinstein, 2008). Based on these results, some scholars argue that 
these differences in perceived academic ability are evidence of racial stereotypes that 
Black and Latino students are not invested in their education or are incapable of learning 
(Rosenbloom & Way, 2004; Solorzano, 1997). A different stereotype arises that is meant 
to explain Asian American “over-achievement.”  The “Model Minority” stereotype 
typically assumes that Asian American students are academically gifted, particularly in 
subjects such as Mathematics (Kao, 1995; Lee, 1996; Tuan, 1998).  
Notions that certain racial/ethnic groups behave differently in class may also 
shape teacher-parent interactions. A body of research investigates how teachers have 
different evaluations of student classroom behavior that vary depending on the 
race/ethnicity of the student (Ainsworth-Darnell & Downey, 1998; Chang & Demyan, 
2007; Ferguson, 2003; Holliday, 1985). For example, using the Early Childhood 
Longitudinal Study – Kindergarten Class of 1998-99 (ECLS-K) and the NELS:88, 
Downey and Pribesh (2004) find that black teachers rate black students’ classroom 
behavior more favorably than white teachers in both kindergarten and eighth grade. The 
authors interpret their findings as evidence of “white teacher bias” against “black 
students’ unique cultural style” in the classroom. Some teachers also perceive Latino 
students’ behavior as more negative than White students’ (Coutinho, Oswald, Best, & 
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Forness, 2002; Vega, Khoury, Zimmerman, Gil, & Warheit, 1995). Conversely, Asian-
American students report that teachers perceive them to be quiet and passive in the 
classroom (Rosenbloom & Way, 2004; Yeh, Kim, Pituc, & Atkins, 2008).  
 Teacher perceptions of parental involvement of different racial/ethnic groups may 
also influence whether teachers reach out to parents. Prior research has documented how 
the race/ethnicity and nativity of parents shape teachers’ perceptions of parental 
involvement (Delpit, 2006; Farkas, 2003; Thompson, 2003). Some scholars argue that 
among educators, there are beliefs that the level of Black and Latino parental 
involvement is insufficient to support their children’s education (Delgado-Gaitan, 1991; 
2004; Halgunseth, Ispa, & Rudy, 2006; Louie, 2012). Thompson (2002; 2003), in a study 
of 300 Black adolescents in California, found that there was a pervasive assumption 
among teachers that Black parents were not involved or apathetic toward their children’s 
education in schools, despite students and parents reporting high levels of parental 
involvement. A qualitative study of a Latino community’s efforts to help families 
navigate the educational system found that the majority of teachers believed that parents 
were not spending enough time at home working with children on their schooling, 
(Delgado-Gaitan, 2001). This belief was often due to poor communication between 
schools and Latino parents (López, 2001). As a result, school faculty believed that Latino 
parents were not involved and were “uncaring about their children’s education” (Inger, 
1992:1).  
In stark contrast to discourse of involvement of Black and Latino parents, notions 
of Asian immigrant parenting describe overbearing parents that dictate almost every 
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aspect of their children’s lives (Abboud & Kim, 2005; Chua, 2011a). Stereotypes of 
Asian parenting garnered a name, “Tiger Mother,” in 2011 with Amy Chua's (2011a) 
bestselling book Battle Hymn of the Tiger Mother.
 3
 From this book and articles on the 
topic of Asian parenting, Chua (2011a, 2011b) argues that Chinese mothers, in contrast to 
“Western” ones, are “superior” because strict parenting produces “stereotypically 
successful kids” (Chua 2011b:1). Academic practices of “Tiger Moms” include not 
allowing children to “get a grade less than an A” and “not be the No. 1 student in every 
subject except gym and drama” (Chua 2011b:1). Scholars have argued that Chua’s 
description of the “Tiger Mother” captures many elements of the “model minority” 
stereotype, and that her popular work has furthered exacerbated public perceptions of 
Asian American students and parents as overachievers (Chang, 2011; Juang, Qin, & Park, 
2013; Poon, 2011). Therefore, teachers may expect that high levels of enforcement over 
grades may be occurring at home, and may find it unnecessary to engage with Asian 
American parents. 
The belief that certain groups of parents are not invested in their children’s 
education is not isolated to just schools and classrooms, but has shaped larger national 
discourse and policy (Hill & Torres, 2010). This discourse contrasts the engagement of 
minority, immigrant, and poor/working-class parents with white, middle-class parenting 
norms, and states that deviation from the norm is an indication that parents are not 
invested or do not value their children’s education (Lightfoot, 1978; Mapp, 2003). 
Scholars have also argued that the widespread assumption of deficient parenting shapes 
                                            
3
 The publication was a New York Times best seller of 2011 as the fourth best-selling hardcover nonfiction 
book of 2011. The book was a best seller in the U.K., Germany, Israel, Poland, China, and Taiwan (Maslin, 
2011). 
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education policies such as the No Child Left Behind Act of 2001 (Hill & Torres, 2010; 
Stein, 2004).  
 Overall, research on communication between parents and schools and teachers 
highlights the importance of contact between the adult parties in the academic and social 
lives of children. However, minority and immigrant parents face a number of barriers 
when engaging with educators, and participate less in certain forms of communication. 
What remains unclear is how teachers, as educators that interact most with students, 
reach out to parents, and in particular, minority and immigrant parents. Little research has 
also examined what characteristics of students, teachers, and parents may shape patterns 
of teachers contacting parents.  
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CHAPTER 3: 
DATA AND MEASURES 
Data 
Throughout this dissertation, I use data from the Education Longitudinal Study of 
2002 (ELS:2002), a nationally representative sample of 15,360 sophomore high school 
students in 2002.
4
 The ELS:2002 is particularly well suited for this dissertation, as it 
surveys students and the interaction between key actors in their social networks, namely 
parents and teachers. As such, questionnaires were administered to parents, English and 
Mathematics teachers, and school principals.
5
 The ELS:2002 is also longitudinal in 
design, and information from the first follow-up, administered in 2004, is used in this 
dissertation.
6
   
The student questionnaire in the base year asks the respondent a number of 
questions regarding their academic and social lives. In addition, information such as 
grade point average for all four years of high school is recorded. The ELS:2002 is 
particularly well suited for the study of relationships between youth and their teachers. 
First, the teacher survey is linked to student respondents, and contains a variety of 
specific questions about perceptions and interactions teachers have with their students. 
Given that the ELS dataset is also nationally representative of sophomores in high school, 
                                            
4
 All Ns are rounded to the nearest ten, in accordance with the National Center for Education Statistics 
regulations. 
5
 Heads of school library media centers were also administered questionnaires, but information from these 
surveys was not used for this dissertation. Survey administrators also completed a school facilities checklist. 
6
 In the first follow-up, approximately 84 percent of students, or 12,400, surveyed in the base year were still 
in school. Approximately 7 percent of students in the base year sample had transferred to a different school, 
and 9 percent were early high school completers or dropouts. 
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any patterns in personal relationships between teachers and students can be generalized to 
the student population of the United States. Second, teacher surveys were collected for 
both English and Mathematics teachers, which allow researchers to examine whether 
different subject-matter teachers have varying personal relationships with students. 
The sampling strategy for the ELS:2002 is as follows: High school students were 
selected according to a two-stage sample selection process, with schools and then 
students (about 26 students per school) selected from eligible schools. At the baseline 
survey, approximately 750 schools were selected, and then students were randomly 
selected from each school. The student response rate was 87 percent in the base year. The 
percent response rate for base year respondents who also responded in the first follow-up 
(in 2004) was 91.6.
7
 The ELS:2002 provides a unique opportunity to answer our research 
questions, in that it oversamples Asian students, is nationally representative, and includes 
a variety of information about participation both inside and outside of school (Ingels et al., 
2004).  
Table 3.1 presents the racial/ethnic composition of the ELS:2002 sample by 
generation status of the student respondent.
8
 Approximately two-thirds (62%) of the 
weighted analytic sample are third-generation White adolescents. Third-generation Black 
adolescents and third-generation Hispanic adolescents comprise the next largest groups, 
representing, respectively, 13% and 6% of the analytic sample. First- and second-
                                            
7
 Approximately 7.8 percent of base-year respondents (1200) were nonrespondents in the first follow-up of 
the ELS:2002. An additional 130 individuals had moved out of the country or were deceased during the 
collection of the first follow-up survey.  
8
 Proportions are weighted using appropriate sample weights. 
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generation immigrant groups, of all races, each comprise between 1% and 6% of the total 
sample. Adolescents are, on average, 16 years old.  
[Table 3.1 about here.] 
 
Samples Used in Analyses 
In Chapter 4, the analytic sample includes 12,300 students (rounded to the nearest 
10 to adhere to NCES data restrictions). I restrict the sample to students who reported a 
racial/ethnic group and who had complete information on the mother’s and child’s 
country of birth, which excluded 3,780 from the sample. I exclude Native American 
students (n = 130), because of my focus on generational status, and multiracials (n = 740). 
I allow adolescents to be in the sample even if they are missing data on one of the 
dependent variables, which means that the sample size varies slightly across outcomes. 
Relatively few observations are missing data on the covariates, and I use regression-
based multiple imputation to account for missing data. Dealing with missing data using 
multiple imputation methods corrects for standard errors that are typically too small when 
using single imputation (with techniques such as conditional or sample mean imputation). 
The multiple imputation technique first formulates an imputation model and creates a 
series of imputed datasets, applies the imputation model to each dataset, and creates a 
single set of estimates that are pooled from estimates from each imputed dataset. For 
these analyses, I create 30 imputed datasets.  
Chapters 5 and 6 focus on adolescents that had full information on race/ethnicity 
and generation status who could be matched to teacher characteristics in the base year of 
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the ELS:2002 survey. Specifically 9,930 and 10,200 students can be matched, or 84 and 
80 percent of students can be matched to English and Mathematics teachers (and all of 
these observations had no missing values on teacher-student relationship factor variables). 
Chapter 6 examines patterns of teachers contacting parents. For the three outcomes – 
teachers contacting parents over homework completion problems, disruptive behavior, 
and accomplishments – 77 to 91 percent of students have non-missing values on 
dependent variables.  
 
 
Measures  
Dependent Variables in Chapter 4 
I measure social engagement with five distinct dependent variables that measure 
whether the youth has any friends, socializes with friends, participates in school sports, 
participates in school clubs, and participates in outside activities. I first use two measures 
that examine adolescents’ experiences with friends. A dummy variable indicates whether 
the respondent has any friends (1 = reports at least one close friend, 0 = does not report 
any close friends). Additionally, a set of questions asked respondents whether they visit 
with friends at a hangout, drive or ride around, or talk with friends on the telephone (with 
the following response categories: rarely or never, less than once a week, once or twice a 
week, or every day or almost every day). The outcome variable, socializes with friends, is 
a dummy variable that indicates whether an adolescent socializes with friends (1 = 
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socializes with friends on at least one activity more than rarely or never, 0 = never or 
rarely socializes with friends on all social activities with friends).  
Another set of variables represents adolescents’ participation in extracurricular 
activities where they interact informally with peers. I use these variables to measure 
potential opportunities for adolescents to engage with other adolescents, and do not focus 
on the content of different activities.
9
 To begin with, I create a variable representing 
whether an adolescent participates in school sports. This variable represents adolescents’ 
responses about participation in the following intramural and interscholastic sports during 
their sophomore year: baseball; softball; basketball; football; soccer; other team sport; an 
individual sport (e.g., wrestling, golf, tennis); and cheerleading, pompom or drill team. I 
construct a dummy variable based on students’ responses to these questions (1 = student 
participates in intramural or interscholastic sport, 0 = student did not participate in at least 
one intramural or interscholastic sport).  
Second, adolescents were asked if a student participates in school clubs during 
their sophomore year, which include band, orchestra, chorus, choir; school play or 
musical; student government; National Honor Society (NHS) or other academic honor 
society; school yearbook, newspaper, or literary magazine; service club; academic club; 
hobby club; vocational education club or vocational student organization (e.g., DECA (a 
                                            
9
 I use dummy variables to distinguish between adolescents participating in zero activities from adolescents 
participating in any activities, which allow us to distinguish between adolescents who are involved in at 
least one activity from those involved in no activities. However, in supplemental analyses not presented, I 
also use linear regression to investigate participation in sports, clubs, and extracurricular activities as 
continuous measures. I find that patterns are largely similar to our binary operationalization. I also use 
logistic regression to estimate participation in (1) academic clubs and (2) non-academic clubs. Adjusting 
for all covariates, including GPA, I find that most racial/ethnic and immigrant groups are more likely to 
participate in academic clubs than third-generation Whites. Patterns with respect to non-academic clubs are 
similar to those found for clubs overall. 
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marketing and entrepreneurship club, formerly known as Distributive Education Clubs of 
America), VICA (a career and technical student club, originally known as the Vocational 
Industrial Clubs of America), FFA (an agricultural club, previously known as Future 
Farmers of America), or FHA (a family, career, and community leadership club, formerly 
known as Future Homemakers of America). Similar to the measure of participation in 
school sports, I construct a dummy variable indicating participation in school clubs (1 = 
student participated in at least one club, 0 = student did not participate in school clubs). 
Third, the survey contained a set of questions asking adolescents if the student 
participates in outside activities, which includes working on hobbies, arts, or crafts; 
volunteering or performing community service; taking music, art, language, or dance 
classes; taking sports lessons; and playing a non-school sport. I construct a dummy 
variable to represent participation in activities outside of school (1 = student participated 
in at least one outside activity, 0 = student did not participate in any outside activities).  
 
Dependent Variables in Chapter 5 
Teacher-student personal relationships are operationalized in three ways from 
questions on the teacher surveys. First, one question captures teacher familiarity with 
student, on a scale of 1 – 3, indicating whether the teacher knows the student not well, 
well, or very well. Second, the indicator teacher does not perceive student to be passive is 
taken from a survey question that asks the teacher whether the student appears to be 
excessively withdrawn or passive in class (coded 1 if the teacher does not perceive the 
student to be passive and 0 if the teacher does). Third, teacher and student talk outside of 
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class is measured by a question asking teachers whether they have conversations with the 
student respondent outside of class. This variable is coded 1 if teachers and students have 
conversations and 0 if they do not have conversations.  
For models that estimate students’ feelings of belonging (which are based on 
questions from the student survey), two factor variables representing the six measures of 
English and Mathematics teacher-student personal relationship are used. Scales are 
constructed by using standardized values (the mean is 0 and variance 1) of the three 
individual measures of relationships. Higher values on this scale reflect teacher report of 
stronger relationships with the student. Student report of belonging is operationalized in 
one binary variable, and draws from the twelfth grade student survey. The variable that 
the student finds it important to be patriotic is coded 1 if it is very or somewhat important 
that the student be patriotic and 0 if it is not important. A measure of student academic 
expectations, in years, is also taken from the 12
th
 grade questionnaire.  
 
Dependent Variables in Chapter 6 
Three outcome variables are used to capture when teachers reach out to parents, 
and ask teachers “have you [they] communicated with this student’s parents this year 
about the following.”  Teachers are asked whether they have contacted parents due to 
their child’s failure to complete homework, disruptive behavior in school, and 
accomplishments. All three variables are binary and coded 0 if the teacher has not 
communicated with the student’s parent over the issue and 1 if she/he has contacted 
parents. To examine whether subject matter of teachers shapes interactions between 
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teachers and students, analyses include responses from both the English and Mathematics 
teachers separately. Table 3.2 presents descriptive statistics for all dependent variables 
used in the analyses of this dissertation.  
[Table 3.2 about here] 
 
Independent Variables in Dissertation 
The main analytic variable in this dissertation is the race/ethnicity and immigrant 
generation of the student respondent. Race/ethnicity and immigrant status is represented 
by a series of dummy variables: White first-generation, White second-generation, White 
third-generation (reference category in the multivariate analyses), Black first-generation, 
and so on.
10
 Race/ethnicity is measured by the following variables: Asian, Hispanic, 
Black, and White. Both students and mothers were asked about their country of birth, and 
I use this information to ascertain student’s generation status. Students are considered 
first-generation adolescents if they were not born in the United States. Students born in 
the United States with mothers born outside of the United States are considered second-
generation adolescents. When both adolescents and mothers are born in the United States, 
they are designated third-generation (and beyond) adolescents. Without data regarding 
grandparents, I cannot differentiate third from fourth generation individuals, and so forth. 
Multivariate analyses also control for a number of individual- and school-level 
characteristics associated with race/ethnicity, generation status, and participation. To 
begin with, a dummy variable indicates the student is female. Family socioeconomic 
                                            
10
 First-generation Whites had slightly higher family socioeconomic status than average, and approximately 
one-third spoke English as a first language.  
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status (SES) is a composite indicator, provided by the ELS:2002 and based on five 
equally weighted components: father’s education, mother’s education, father’s 
occupation, mother’s occupation, and family income. I re-standardize this variable for the 
analytic sample (mean = 0, standard deviation = 1). Age is a continuous variable that 
ranges from 15 to 19. A dummy variable indicates the adolescent’s parents are married or 
living in a marriage-like relationship, and number of siblings (including adoptive, step-, 
and half-siblings) is a continuous variable ranging from 0 to six. Adolescents were asked 
a variety of questions about parental strictness, including the frequency with which their 
parents limit privileges because of poor grades, require them to do work or chores, limit 
the amount of time watching TV or playing video games, and limit the amount of time 
going out with friends on a school night (1 = never, 2 = rarely, 3 = sometimes, and 4 = 
often). Based on responses to these questions, I use factor analysis to create a measure of 
parental strictness (α = 0.65). I also include a dummy variable indicating the student’s 
teacher reported a health problem impedes school performance. A dummy variable 
indicates the student is employed, and I control for student grade point average (GPA) in 
tenth grade.  
In addition to the race/ethnicity, generation status, gender, family socioeconomic 
status, and age of the student respondent, a number of other student characteristics are 
used in the analyses of Chapter 5. Two variables are used to represent whether the 
adolescent engages socially with peers and in other activities. The first is whether the 
respondent has friend(s), which is coded 1 if the respondent has at least one friend in 
school and 0 if the respondent does not have any friends in school. The second is whether 
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the respondent participates in extracurricular activities, which is coded 1 if the 
respondent participates in at least one extracurricular activity and 0 if he or she does not 
participate, as reported by the respondent. A factor variable representing the respondent’s 
English ability is the average of four measures of English language: the student’s ability 
to organize ideas logically and coherently, use coherent English grammar, elaborate on 
points, and express analytical, critical, and creative thinking (the Cronbach’s alpha for the 
factor variable is 0.95). Finally, a binary measure representing whether the respondent is 
attentive in class draws from a categorical variable representing how often the student is 
attentive in the English or Mathematics teacher’s class (coded 1 if the student is attentive 
all or most of the time and 0 if the student is attentive some of the time, rarely, or never).  
The analyses of Chapter 5 also utilize three measures of teacher characteristics. 
The first variable is a categorical variable representing the teacher’s race/ethnicity, and 
includes categories for whether the teacher is White, Black, Asian, Latino (of any race), 
or Other (which includes Native Hawaiian or Other Pacific Islander or American Indian / 
Alaska Native). I also include a variable representing the teacher’s age, measured in 
years, and the years taught, which represents the total number of years the teacher has 
taught in any school.
11
 
Chapter 5 also employs a number of variables that capture school characteristics. 
As a proxy for the number of students in the school, I use a measure of school size that is 
available with the ELS:2002 restricted-access dataset, and is based on information 
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 Teacher’s age and years taught are not highly correlated: 0.36 for English teacher’s age and experience 
and 0.42 for Mathematics teacher’s age and experience.  
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collected in the Common Core Data of schools.
12
 From this measure, I create a 
categorical variable for school size quintile to account for potential non-linearities in this 
indicator. From the categorical variable, I create a binary measure of school size in 
highest quintile, (0 = school is in the bottom four quintiles of school population, 1 = 
school is in the highest quintile of school population). Adequate instructional space is a 
binary variable that is based on a question from the base year administrator survey. The 
question asks the administrator how much the learning of 10
th
 graders in the school is 
hindered by lack of instructional space, such as classrooms, and is coded 1 if 
administrators reported the learning of 10
th
 graders was hindered by the lack of 
instructional space “not at all” or “very little,” and 0 if “to some extent” or “a lot.” 
Chapter 6 examines teacher-parent contact, and contains a number of variables 
that represent characteristics of students, as reported by teachers. Frequency of homework 
completion is a categorical variable that draws from both English and Mathematics 
teacher questionnaires. The survey question asks teachers “how often does this student 
complete homework assignments for your class,” with response categories coded 0 = 
never, 1 = rarely, 2 = some of the time, 3 = most of the time, and 4 = all of the time. The 
same response categories were used in a variable that asked teachers the frequency of 
disruption with which the student was involved in the classroom. Teachers were also 
asked whether the student had fallen behind in school work, which is coded as a binary 
variable (0 = student had not fallen behind in school work, 1 = student had fallen behind 
in school work). Teacher perceives parents to be not involved is a binary variable that is 
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 The Common Core of Data (CCD) is a program that collects annually information on all public schools 
in the U.S., and is run by the National Center for Education Statistics.  
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based off a question that asks teachers their perception of “how involved are the parents 
of this student in his/her academic performance?” (coded 1 if teachers perceived parents 
to be not involved and 0 if teachers perceived parents to be very or somewhat involved). 
A parental English proficiency scale is constructed by using standardized values (the 
mean is 0 and variance 1) of the three individual items: whether parents have never 
reported difficult reading books, newspapers or magazines in English, filling out forms 
printed in English, or understanding their tenth grader’s teachers. Higher values on this 
scale reflect greater parental proficiency with English. Other variables include gender, 
family socioeconomic status, and the age of the student respondent. Tables 3.3a through 
3.3c present descriptive statistics for all independent variables used in Chapters 4, 5, and 
6, respectively. 
[Table 3.3a about here] 
[Table 3.3b about here] 
[Table 3.3c about here] 
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CHAPTER 4: 
LESS SOCIALLY ENGAGED? PARTICIPATION IN FRIENDSHIP AND 
EXTRACURRICULAR ACTIVITIES AMONG RACIAL/ETHNIC MINORITY 
AND IMMIGRANT ADOLESCENTS
13,14
 
 
Introduction 
Studies have linked social engagement to a host of positive outcomes, including 
greater happiness, less depression, increased civic engagement, and reduced mortality 
among adults (Dekker & Uslaner, 2001; Graney, 1975; Kiely et al., 2000; Olsen, 1972; 
Resnick, Fries, & Verbrugge, 1997). Research also highlights the importance of social 
engagement for a variety of youth and adolescent outcomes, including academic 
motivation, academic performance, psychological well-being, and civic participation 
(Furrer & Skinner, 2003; Garcia-Reid, Reid, & Peterson, 2005; Larson, 2000; McFarland 
& Thomas, 2006; Newmann, 1992; Ryan & Patrick, 2001). Peer interactions, particularly 
informal friendships, are an important form of social engagement among adolescents and 
a necessary component of human development (Hodges, Boivin, Vitaro, & Bukowski, 
1999; Kroger, 2007). Another form of social engagement, participation in school 
activities, is positively associated with outcomes such as academic adjustment, 
educational resiliency, and the transition to college (Bartko & Eccles, 2003; Fredricks & 
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 Co-authored with Dr. Kristin Turny at the University of California, Irvine and Dr. Grace Kao at the 
University of Pennsylvania. 
14
 Citation: Cherng, Hua-Yu Sebastian, Kristin Turney, and Grace Kao. 2014. "Less Socially 
Engaged?  Participation in Friendship and Extracurricular Activities Among Racial/Ethnic Minority and 
Immigrant Adolescents." Teachers College Record 116(3). 
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Eccles, 2006; Peck et al., 2008). In contrast, social isolation among adolescents has long 
been linked to depression and suicide (Bearman & Moody, 2004; Jacobs & Teicher, 
1967). 
Although both theoretical perspectives and empirical research highlight the 
nonrandom nature of social engagement among youth and adolescents, relatively little 
research considers patterns of social engagement among racial/ethnic minority and 
immigrant adolescents. For instance, prior research suggests that racial/ethnic minority 
students are more disengaged in classrooms than their White peers (Carter, 2005; 
Johnson, Crosnoe, & Elder Jr, 2001), but this research does not consider the immigrant 
status of youth. Other research, though, paints adolescence as a traumatic time of 
adjustment for immigrant youth, a time often exacerbated by reports of isolation and 
discrimination (Gitlin, Buendía, Crosland, & Doumbia, 2003; Lee, 2005; Zhou, 1997), 
but these studies often lack a non-immigrant comparison group and, thus, make it 
difficult to systematically discern variation by immigrant status.  
Given the gaps in our knowledge about the variation in social engagement across 
race/ethnicity and immigrant generational status, we use data from the Education 
Longitudinal Study of 2002 (ELS:2002), a nationally representative sample of high 
school sophomores in the United States, to consider such variation. We consider five 
specific indicators of social engagement: having any friends, socializing frequently with 
friends, participating in school sports, participating in school clubs, and participating in 
outside-of-school activities. In this research, we extend prior literature on adolescent 
social engagement in the following ways: by using a nationally representative sample; by 
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considering engagement both inside and outside of school; and considering patterns of 
engagement among racial/ethnic minority and immigrant adolescents. 
Given prior research that suggests racial/ethnic minorities and immigrant 
adolescents may experience less engagement than their peers, we examine patterns of 
participation in friendships and extracurricular activities. In our analyses, we consider 
five opportunities for adolescents to engage in informal social interaction with peers: 
having any friends, socializing frequently with friends, participating in school sports, 
participating in school clubs, and participating in outside-of-school activities. We first 
consider the most obvious avenue of peer interaction, which is having at least one friend, 
and then consider whether adolescents socialize frequently with friends. We then 
examine patterns of participation in extracurricular activities. Our work not only 
examines an important aspect of the social lives of all adolescents but also one where 
racial/ethnic minorities and immigrant children may be especially at risk as they try to 
“fit in” to life in the United States.  
 
Analytic Strategy 
Our analyses begin by presenting descriptive statistics for our dependent variables 
(Table 4.2). We use two-sample t-tests for proportions to examine these descriptive 
differences by race/ethnicity, generation status, and race/ethnicity and generation status. 
Our multivariate models combine race/ethnicity and generation status, because we are 
interested in the joint contributions of race/ethnicity and generation status, but we also 
present descriptive results by race/ethnicity and generation status separately. We first 
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examine racial/ethnic differences in participation, comparing all Blacks, Hispanics, and 
Asians to Whites. We then examine generational differences in participation, comparing 
first- and second-generation adolescents to third-generation adolescents. Finally, we 
compare all first- and second-generation adolescents to their third-generation same-race 
counterparts.  
Descriptive differences observed in engagement are striking, but they may result 
from additional individual-level characteristics. The multivariate analyses include two 
phases. In the first analytic phase, we present logistic regression models that estimate (1) 
having any friends and (2) socializing with friends. For each outcome, we estimated two 
models. The first model includes dummy variables for race/ethnicity-immigrant 
generation, as well as controls for gender and SES. The second model adjusts for a more 
robust set of control variables (age, parents’ marital status, number of siblings, parental 
strictness, health impedes school performance, current employment, and tenth grade 
GPA). In the second analytic phase, we present logistic regression models that estimate 
(1) participation in school sports, (2) participation in school clubs, (3) participation in 
outside activities, and (4) participation in any activity. These models proceed in a similar 
manner as those estimating friendship patterns. For ease of interpretation of immigrant 
generation patterns within each racial/ethnic group, we include figures that display 
predicted probabilities of the outcomes for each race/ethnicity-generation group. In all 
multivariate models, we use the “svyset” command in Stata and include the primary 
sampling unit and the base-year sample weight (BYSTUWT). This procedure adjusts for 
the complex sampling design of the ELS:2002.  
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Results 
Bivariate Relationship between Race/Ethnicity and Generation Status and Social 
Engagement 
Table 4.1 presents proportions of social engagement by race/ethnicity, generation 
status, and race/ethnicity and generation status. Turning first to proportions by 
race/ethnicity, nearly all racial/ethnic minority groups report less social engagement than 
Whites. For example, though 95% of Whites report at least one friend, only 91% of 
Blacks, 93% of Hispanics, and 93% of Asians report at least one friend. The race/ethnic 
differences in extracurricular participation are even more striking. About 69% of Whites 
participate in school sports, compared to 55% of Hispanics and 55% of Asians. The 
difference in school sports participation between Whites and Blacks, though, is not 
statistically significant. These patterns, which generally show that minorities have less 
social engagement than Whites, persist for club participation (though Asians have similar 
club participation as Whites) and outside-of-school participation (though Asians have 
slightly higher outside-of-school participation as Whites). 
[Table 4.1 about here.]  
Next, when we examine differences by immigrant generation, first- and second-
generation adolescents have lower social engagement than third-generation adolescents 
for all outcomes. For example, though 94% of third-generation adolescents report at least 
one close friend, this is true of 92% of first- and second-generation adolescents. Again, 
the differences with respect to extracurricular participation, especially participation in 
school activities (sports or clubs), are more striking. About 68% of third-generation 
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adolescents report participation in school sports, but this is only true of 49% of first-
generation adolescents and 57% of second-generation adolescents. 
Finally, we consider the joint combination of race/ethnicity and generation status. 
Within most race/ethnic groups, a lower proportion of most first- and second-generation 
adolescents report social engagement than their third-generation counterparts, though the 
specific patterns depend on the outcome variable. These differences are particularly 
striking for participation in school sports and school clubs. For example, though about 
69% of Asian third-generation adolescents participate in school sports, this is true of only 
54% of first-generation Asians and 52% of second-generation Asians. These generation 
patterns persist for Hispanics (with first-generation Hispanics participating less than 
third-generation Hispanics), Blacks (with first-generation Blacks participating less than 
third-generation Blacks), and Whites (with first-generation Whites participating less than 
third-generation Whites).
3
  
 
Friendship Participation as a Function of Race/Ethnicity and Generation Status 
The descriptive findings show patterns of disadvantage for racial/ethnic minorities 
and foreign-born children (and children of foreign-born parents). Because these 
descriptive differences may be spurious, Table 4.2 presents coefficients from logistic 
regression models that estimate two aspects of adolescent friendships: (1) having any 
friends and (2) socializing with friends. We turn first to models estimating having any 
friends. Model 1, which adjusts for gender and SES, shows that many first- and second-
generation minority groups are less likely to report having any friends. First-generation 
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Asians, second-generation Asians, and first-generation Blacks adolescents are less likely 
than third-generation Whites to report any friends. This pattern is robust after adjusting 
for additional controls in Model 2. In Model 2, first-generation Asians have 21% lower 
odds of having any friends (p < .05), compared to third-generation Whites, second-
generation Asians have a 34% lower odds (p < .05), and first-generation Blacks have a 
50% lower odds (p < .01).
15
,
16
  
[Table 4.2 about here.] 
We next turn to the second series of models in Table 4.2, those that estimate 
socializing with friends. The racial/ethnic-generation patterns that emerge here are even 
more striking. In Model 1, the following groups are less likely than third-generation 
Whites to report socializing with friends: first-, second-, and third-generation Asians, 
first-generation Hispanics, first- and second-generation Blacks, and first-generation 
Whites. Interestingly, second-generation Whites are more likely than their third-
generation White counterparts to report socializing with friends. Nearly all of these 
advantages and disadvantages persist after the inclusion of additional controls in Model 2. 
In this model, first-generation Hispanics, Blacks, and Whites have less than half the odds 
of third-generation Whites of socializing with friends.  
The control variables also work in expected directions. Female adolescents are 
more likely than male adolescents to report having any friends. SES is associated with 
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 e^(-0.23) = 0.79, e^(-0.41) = 0.66, e^(-0.69) = 0.50.  
16
 In supplemental analyses, we use unweighted data to consider (1) statistical tests with Bonferroni 
corrections, which can only handle unweighted data, and (2) statistical tests without Bonferroni corrections. 
Results for both sets of tests were similar and, thus, we suspect this would be the same with weighted data.  
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higher probabilities of socializing with friends, and age is associated with lower 
probabilities of having any friends. Parental strictness is also associated with higher 
probabilities of socializing with friends. One possible explanation may be that parents 
who establish rules and are more involved in students’ lives may also familiar with their 
children’s friends, and approve of social interactions. This is consistent with a large body 
of literature that shows children raised in authoritarian households are more socially 
competent than their counterparts (Baumrind, 1966; Pellerin, 2005; Roberts & Strayer, 
1987). Having married parents, compared to having unmarried parents, and having a 
higher GPA are associated with lower probabilities of socializing with friends.
17
 
 Figure 4.1 presents predicted probabilities of the two friendship outcomes: having 
any friends and socializing with friends. The within-race patterns for Hispanic, Black, 
and White adolescents suggest immigrant disadvantage. For example, first- and second-
generation Asians have the lower probabilities of having any friends and first-generation 
Hispanics have the lowest probability of socializing with friends compared to their third-
generation racial/ethnic counterparts (p < .01). Interestingly, the pattern for Asians is 
opposite: First-generation adolescents have higher probabilities of having any friends and 
socializing with friends than their second- and third-generation counterparts (p < .01) 
(although all Asians have lower probabilities than third-generation Whites).  
[Figure 4.1 about here.] 
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 In supplemental analyses, we considered interaction terms between race/ethnicity-generation status and 
gender. With two exceptions, we found the association between race/ethnicity-generation status and 
friendships does not vary by gender. First- and second-generation Asian females, compared to Asian males, 
are less likely to report socializing with friends. First-generation Asian girls have 9% lower odds of 
socializing with friends than first-generation Asian males (p < .01). 
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Extracurricular Participation as a Function of Race/Ethnicity and Generation Status 
Table 4.3 presents estimates of extracurricular participation. Turning to the first 
outcome, school sports participation, we find evidence of minority immigrant 
disadvantages. Model 1, which controls for only gender and SES, shows that first-
generation Asian adolescents have a 39% lower odds of participating in school sports as 
third-generation White adolescents (p < .05). Additionally, second-generation Asians 
have half the odds (p < .05), first-generation Hispanics have a 42% lower odds (p < .05), 
and third-generation Hispanics have a 19% lower odds (p < .05) relative to their third-
generation White counterparts. In Model 2, almost all evidence of disadvantage 
disappears once additional control variables are introduced into the model, although first-
generation Asians still have lower odds of participating in sports than third-generation 
Whites.  
[Table 4.3 about here.] 
With respect to participation in school clubs and outside activities, Model 1 
provides some evidence of minority and generation status differences. For example, first- 
and second-generation Asians are more likely to participate in school clubs than third-
generation Whites, and several groups (second-generation Hispanics, third-generation 
Hispanics, and third-generation Blacks) are less likely to participate in school clubs. 
These differences largely disappear once adjusting for additional controls, though 
second-generation Hispanics are still disadvantaged relative to third-generation Whites.  
Across Table 4.3, control variables also work in the expected directions. For 
example, Model 2 shows that females are more likely to participate in school clubs and 
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are less likely to participate in school sports and outside activities than males. 
Additionally, socioeconomic status is independently positively associated with school 
sports participation and outside activity participation. Several aspects of the family 
environment serve as protective factors for adolescents. Adolescents with married parents 
report more sports and club participation than their counterparts. Parental strictness is 
also associated with higher probability of participating in outside activities and, similar to 
the interpretation of results from previous table, this may reflect parental engagement and 
encouragement in certain activities. For instance, students who participate in non-school 
based sports and music groups may need to rely on parents for transportation to events 
and practices, as well as other types of support. Additionally, GPA is positively 
associated with sports, clubs, and outside-of-school participation, suggesting that 
adolescents who do well in school may be more socially engaged in school.
 18
 
 Within-race patterns of generation status differences are illustrated in Figure 4.2, 
which presents predicted probabilities of participation in extracurricular activities. Within 
each racial/ethnic group, participation in sports and clubs generally increases across 
generations. For example, first-generation Asians have lower probabilities of 
participation in sports than their second- and third-generation counterparts (p < .05). 
There is little variation in participation in outside activities across generation group, 
which is consistent with models found in the previous table.  
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 In supplemental analyses, we again considered interaction terms between race/ethnicity-generation status 
and gender. We find that for some race/ethnic-generation status groups (namely first-generation Hispanics 
and second-generation Blacks), the association with school sports participation varies by gender. For 
example, first-generation Hispanic females have approximately 50% lower odds of participating in sports 
than their male, co-generational counterparts, compared to third-generation Whites (p < 0.05). 
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[Figure 4.2 about here.] 
 
Discussion 
Given the importance of social engagement for adolescent short- and long-term 
outcomes, the goal of this paper is to document trends in adolescent friendship and 
extracurricular participation among race/ethnicity and immigrant generation status. To 
begin with, we find that nearly all first- and second-generation groups report less 
participation in friendship networks than their native-born White counterparts, even after 
adjusting for a host of demographic and socioeconomic characteristics. First- and second-
generation Asians are less likely than their native-born White counterparts to report 
having any friends, and second-generation Asians are also less likely than native-born 
Whites to socialize with friends. Patterns among Hispanic and Black immigrants are 
similar: First-generation Hispanics and Blacks are less likely to report socializing with 
friends than native-born Whites. First-generation Blacks are also less likely than native-
born Whites to report having any friends. In addition, we find group differences in 
extracurricular activity participation, but there is no clear pattern of advantage or 
disadvantage. First-generation Asians are less likely to report participating in school 
sports and second-generation Hispanics are less likely to report participating in clubs than 
third-generation Whites. It is important to note that although differences exist, in many 
cases, the magnitude of these differences is modest. 
Taken together, these findings extend theoretical and empirical literature about 
race/ethnic and immigrant generation differences in social engagement. Previous 
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scholarship suggests that minority and immigrant adolescents may experience 
disadvantages within school. For example, some research shows that minority students 
report feeling disengaged and connected with their school environment, teachers, and 
peers (Calabrese and Poe, 1991; Smith, Schneider, and Ruck, 2005). With respect to 
friendship patterns, our findings support this, as we find evidence that minority and 
immigrant adolescents are modestly disadvantaged with respect to the quantity of their 
friends and the quantity of their social interactions with friends. However, our analyses 
do not suggest that minority and immigrant adolescents are systematically disengaged 
from extracurricular activities or are denied opportunities to socialize with peers within 
schools. Thus, our findings extend previous work in the following ways: (1) by using a 
nationally representative data source; (2) by considering the joint contribution of 
race/ethnicity and immigrant generation status of adolescents; and (3) considering 
experiences both inside and outside of schools.  
What could account for the persistent disengagement of minority and immigrant 
adolescents in friendships but not extracurricular activities? Though future research 
should work to uncover the mechanisms linking minority and immigrant status to less 
friendship participation, it may be that peers exclude minority and immigrant adolescents 
from social activities outside of school settings and away from teacher supervision. Given 
persistent reports of racial/ethnic discrimination (Grollman, 2012; Williams, Neighbors, 
& Jackson, 2003) and the current reception of many immigrant groups in the United 
States (Reitz, 2002; Zhou & Yang, 2005), it is reasonable to assume that discrimination 
exists among adolescents. In contrast, the extracurricular participation of minority and 
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immigrant adolescents may attest to the ability of schools and teachers to facilitate 
socialization of adolescents. Thus, extracurricular activities may be of vital importance to 
the socialization of minority and immigrant youth, given their disadvantage in more 
informal friendship settings.  
On the one hand, research pointing to the importance of friendships during this 
crucial time of development suggests that it is of concern that minority and immigrant 
adolescents are isolated from peer networks (Bartko & Eccles, 2003; Bearman & Moody, 
2004; Hodges et al., 1999). On the other hand, though, research highlights the importance 
of family networks among immigrant youth. For example, Li et al. (2008) found that 
some low-income Asian American families fostered their children’s academic 
achievement by involving extended kin networks to help monitor and tutor their children. 
Zhou and Kim (2006) also found a reliance on family networks to encourage academic 
success among Chinese and Korean-American families. Work that investigates the social 
capital of Mexican-American youth also highlights the importance of family networks  
(Stanton-Salazar, 2001).  
Despite the clear patterns that emerge from our findings, there exist a number of 
caveats. First, the race/ethnic categories used in the analyses are crude. Only four 
categories represent a variety of racial/ethnic backgrounds likely represented in the 
sample. Additionally, though patterns of results often reach statistical significance, the 
magnitude of the differences in patterns if often modest, suggesting that future research 
should attempt to replicate these findings before considering any interventions. Another 
limitation is the potential for omitted variable bias. These data do not include information 
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on adolescents’ romantic relationships or mental health, two characteristics that are 
linked to both immigrant status and school engagement (Bond et al., 2007; Finn, 1993; 
Rubin, 2009). However, given the patterns of disadvantage in friendship networks 
documented in this paper, it may be the case that many racial/ethnic minority and 
immigrant youth have poorer mental health due in part because of less social engagement 
with peers. It may also be that relationships with family members, in lieu of interactions 
with peers (e.g., Li et al., 2008; Stanton-Salazar, 2001), may facilitate more favorable 
mental health among racial/ethnic minority and immigrant youth. Further work should 
explore these possibilities.  
Notwithstanding these limitations, our findings provide convincing evidence of 
inequalities in terms of social engagement in friendship groups. Given the stark 
differences in participation between racial/ethnic minorities and Whites and between 
foreign-born and native-born adolescents, our findings suggest that high schools, and 
activities that occur within them, may help provide opportunities for adolescents to 
socialize with peers that may not otherwise occur in friendship networks. We suspect that 
new arrivals to the United States are often viewed as F.O.B. (“Fresh Off the Boat”) and 
may face rejection from native-born adolescents of all racial and ethnic backgrounds. 
These patterns suggest that a large number of adolescents are excluded from friendships, 
but may find opportunities to interact informally with peers in more structured 
extracurricular activities.  
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CHAPTER 5: 
THE TIES THAT BIND: THE ROLE OF TEACHER RELATIONSHIPS IN THE 
ADAPTATION OF MINORITY AND IMMIGRANT ADOLESCENTS 
 
Introduction 
Teachers fulfill a special role in the lives of immigrant youth. Since the inception 
of universal education in the United States in the mid-1800s, teachers have had the 
responsibility of helping immigrant youth become familiar with norms and social 
expectations in the United States (Bryk, Lee, & Peter, 1993; Katz, 1987; 1992). Despite 
the importance of teachers’ roles in the lives of immigrant youth, little research has 
focused on the personal relationships between teachers and students, which likely 
facilitate teachers helping immigrant youth navigate their social worlds. Existing work on 
teacher-student social relationships often does not examine interactions across different 
racial/ethnic groups of students; therefore, it is unclear whether racial inequalities exist in 
teacher-student relationships. Studies also often only investigate positive or negative 
teacher-student interactions and do not reveal the overall nature of relationships. 
Moreover, it is also unknown how characteristics of teachers and teaching conditions 
shape personal relationships between teachers and students.  
To investigate the personal relationships between teachers and students, I use the 
Education Longitudinal Study of 2002 (ELS:2002), a nationally representative sample of 
U.S. high school sophomores. I provide an overall portrait of the potential differences in 
personal relationships that teachers form with different racial/ethnic and immigrant 
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groups of students. I consider three measures of personal relationship that English and 
Mathematics teachers
19
 form with students: (1) teacher reports of their familiarity with 
the student respondent; (2) teacher perceptions that the student is exceptionally passive or 
withdrawn; and (3) teacher engagement in conversation with students outside the 
classroom. Next, I examine the association between teacher-student personal 
relationships and academic expectations teachers have of their students. Finally, I 
investigate whether teacher-student relationships in early high school are associated with 
later notions of belonging in the U.S., as measured by the importance students place on 
being patriotic individuals.  
 
Analytic Strategy  
This chapter first utilizes two-sample tests for proportion and two-sample t-tests 
to determine whether there are descriptive differences in personal relationship measures 
between English and Mathematics teachers and racial and ethnic and immigrant groups. 
In order to control for additional factors that may shape descriptive results, I employ 
logistic and ordered logistic regression to determine whether patterns of teacher-student 
personal relationships are shaped by other student, teacher, and school characteristics. I 
also use logistic regression to examine the relationship between teacher-student personal 
relationships early in high school and students’ feelings of belonging later in high school. 
Finally, I examine the relationship between strong teacher-student relationships and later 
academic expectations using propensity score matching, which adjusts for potential 
                                            
19
 The ELS:2002 administers a teacher survey to the English and Mathematics teachers of each student 
respondent. 
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selection effects into teacher-student relationships due to unobserved heterogeneity 
(Rosenbaum & Rubin, 1983).  
Propensity score matching has been shown to be able to address biases that may 
result in the estimation of a treatment effect between groups of individuals that are not 
directly comparable (Heckman et al., 1998). Propensity score matching adjusts for this 
bias by first approximating randomization by “balancing” observed characteristics that 
are in turn used to estimate the propensity for “treatment” (Becker & Ichino, 2002). 
Given the context of this study, it may be the case that characteristics of students beyond 
their racial/ethnic and generation status shape how teachers form personal relationships 
with them. Therefore, an a priori selection bias may exist that shapes both teacher-
personal relationships and later academic outcomes. In this chapter, students are first 
matched on their propensity to have strong teacher-student relationships (the treatment 
group in this analysis). Then the number of years of education expected in grade twelve, 
the outcome variable, is compared between students who in tenth grade have strong 
teacher-student relationships and those who do not (the control group).
20
 
I use the Stata program PSMATCH2 to carry out propensity score matching and 
estimation of average treatment on the treated (ATT) effect using the difference in 
difference approach (Leuven & Sianesi, 2003). I use Mahalanobis distance matching 
techniques from a randomly ordered dataset to check for robustness of results. The 
logistic regression I use for matching, with the dependent variable of whether the student 
has strong teacher-student relationships, has the following independent variables that 
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 Results of propensity score matching are confirmed by regression analyses. Please see Appendix Table 
5.2 for resuls of linear regression models that estimate 12
th
 grade academic expectations as a function of 
teacher-student relationships.  
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likely shape whether teachers are close with students: the student’s English ability, 
whether the student participates in extracurricular activities, the family socioeconomic 
status of the student, the age and gender of the student, the teaching experience of the 
English and Mathematics teachers, whether the classroom lacks adequate instructional 
space, and whether the school size is in the highest student-population quintile. I check 
for balance of means in the treated and non-treated groups after matching by calculating 
t-tests for each variable using the PSTEST module in Stata, which can be found in 
Appendix Table 5.1 (Leuven and Sianesi, 2003). In Appendix Table 5.1, I find that there 
is no difference between the means of covariates between treated and control groups after 
matching except for student socioeconomic background and student English ability 
variables. Furthermore, the magnitudes of the few differences are small. For example, 
there is only a 0.02 difference on the English ability scale, which has values that range 
from -1.80 to 1.80.  
Appendix Figure 5.1 provides a visual representation of the percent bias across 
covariates used in the estimating equation. Appendix Figure 5.2 presents a histogram of 
the distribution of propensity scores across treated and untreated groups, and shows that 
there are cases of both treated and untreated individuals across the distribution of 
propensity scores, or that there exists a sufficient overlap in the region of common 
support of the propensity scores between the treatment and control group. 
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Appropriate primary sampling units and base-year and first follow-up sample 
weights are used to adjust for the complex sampling design.
21
  
 
Results 
Bivariate Relationship between Race/Ethnicity and Generation Status and Teacher 
Relationships 
  Table 5.1 presents weighted means and proportions for all English teacher reports 
of their personal relationships with students, by race/ethnicity and generation status. 
Turning to the first outcome, English teachers report being less familiar with all 
generations of minority students than with third-generation White students. English 
teachers are also less familiar with first- and second-generation Blacks than with third-
generation Blacks, although the difference is marginally significant between second- and 
third-generation Blacks. English teachers perceive certain minority students to be 
exceptionally passive or withdrawn. All generations of Asian students
22
, first- and third-
generation Latinos, and second-generation Blacks are more likely to be perceived as 
passive. For example, English teachers perceive a quarter of first-generation Asian youth 
and 20 percent of second- and third-generation Asian youth to be exceptionally passive or 
withdrawn, but only 12 percent of third-generation Whites to be the same. First-
generation Latinos and second-generation Blacks are also perceived to be more passive 
                                            
21
 Models with interaction terms between race/ethnicity and generation status and gender and family 
socioeconomic status were considered in supplemental analyses. No interaction terms were found to be 
significant.  
22
 The difference between third-generation Asians and Whites is marginally significant. 
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than their third-generation intra-racial/ethnic counterparts. Finally, a lower percentage of 
English teachers report talking outside of class with a second-generation Asians (31 
percent) compared to third-generation Whites (42 percent). There are also differences that 
are marginally significant between first-generation Asians and second- and third-
generation Blacks, and third-generation Whites.  
[Table 5.1 about here.] 
 Table 5.2 presents means and proportions of Mathematics teacher and student 
relationship measures by race/ethnicity and generation status, and is organized in the 
same fashion as Table 5.1. Mathematics teachers report being less familiar with all 
generations of Asians and Latinos, as well as third-generation Blacks. Mathematics 
teachers also perceive all generations of Asians and Latinos to be exceptionally passive 
or withdrawn. For example, approximately 20 percent of all generations of Latinos and 
are perceived to be passive by Mathematics teachers, which is 10 percentage points 
higher than for third-generation White students. Mathematics teachers also report less 
interaction outside the classroom with first- and second-generation Latinos than with 
third-generation White students: teachers report talking with approximately 30 percent of 
Latino students outside of class and 35 percent of White youth.  
[Table 5.2 about here.] 
Multivariate Regression Analyses of English Teacher-Student Personal Relationships 
 Descriptive results show patterns of social disadvantage for minority and 
immigrant adolescents. These results may be shaped by other student, teacher, and school 
characteristics; therefore, I use multivariate regression to consider these other factors. 
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Tables 5.3a through 5.3c present coefficients from ordered logistic and logistic regression 
models that estimate English teachers’ familiarity with students (Table 5.3a), perception 
that students are not passive (Table 5.3b), and engagement in conversations with students 
outside of class (Table 5.3c). Within each of the three outcomes, Model 1 includes 
dummy variables for the race/ethnicity-generation status, family socioeconomic status, 
gender, and age of the student. Models 2, 3, and 4 include separately other characteristics 
of students, teachers, and schools. Model 5 is a full model that includes all other variables 
from previous models. Overall, results in Tables 5.3a through 5.3c provide evidence that 
English teachers report having weaker social relationships with Asian students than 
White students, and these patterns are robust even in models that consider other student, 
teacher, and school characteristics. 
In Model 1 in Table 5.3a, English teachers are less likely to be familiar with 
Asians, although the coefficients for first- and third-generation Asians are marginally 
significant. This pattern of disadvantage remains unchanged in Models 2 through 4, 
where other student, teacher, and school characteristics are considered. In the full model 
(Model 5), English teachers are still less likely to be familiar with second-generation 
Asians, and there is no disadvantage for first-generation Asians.  
[Table 5.3a about here.] 
 The disadvantage that Asian students experience is even clearer for the second 
outcome: in all models, Asians are perceived to be passive.
23
 For example, in Model 1 in 
Table 5.3b, English teachers have almost half the odds of not perceiving first-, second-, 
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 In Model 2e, the coefficient for second-generation Asians is significant at the p <0.10 level.  
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and third-generation Asians to be exceptionally passive compared to third-generation 
Whites.
24
 In other words, English teachers are much more likely to perceive Asian 
American students to be withdrawn or passive compared to their third-generation White 
counterparts. Additionally, in Model 2, English teachers have 35 percent lower odds of 
not perceiving first-generation Whites as exceptionally passive.
25
 When school 
characteristics are included in Model 4, all generations of Asians are still at a 
disadvantage, and second-generation Latinos are more likely not to be perceived as 
passive. In the final model, Model 5, I find that first- and third-generation Asians are still 
disadvantaged. The coefficient for second-generation Asians and Latinos are only 
marginally significant, and third-generation Blacks are less likely to be perceived as 
passive. 
[Table 5.3b about here.] 
 Asians also experience a disadvantage in terms of English teachers reporting not 
talking with them outside of class. In all models, English teachers are less likely to talk 
with second- and third-generation Asians outside of class. For example, in the final 
model, Model 5 in Table 5.3c, English teachers have 41 and 21 percent lower odds of 
talking with second- and third-generation Asians outside of class compared to third-
generation Whites.
26
 English teachers are also less likely to report talking with second-
generation Blacks in the final model, although this coefficient is only marginally 
significant.  
[Table 5.3c about here.] 
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 e^-0.71 = 0.49, e^-0.59 = 0.55, e^-0.67 = 0.51 
25
 e^-0.43 = 0.65 
26
 e^-0.54 = 0.58, e^-0.23 = 0.79 
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 Other student, teacher, and school characteristics are also associated with 
relationships students have with English teachers. Teachers are more likely to report 
having closer relationships with students who participate in extracurricular activities, are 
attentive in English class, speak better English, are younger, and are female. There is no 
association between whether students have school friends and their student-teacher 
relationships. Additionally, in most models across the three outcomes, teachers have 
better personal relationships with students from families with higher socioeconomic 
backgrounds. Asian, Black, and Latino teachers also form stronger personal relationships 
with all students: they are more likely not to perceive students as passive. Finally, English 
teachers form stronger personal relationships with students in schools that are smaller and 
have better facilities. English teachers in schools with the largest number of students are 
less likely not to perceive students as passive; conversely, English teachers are more 
likely to be familiar with students in schools with adequate instructional space. 
 
Multivariate Regression Analyses of Mathematics Teacher-Student Personal 
Relationships 
 Prior analyses find evidence that English teachers report having less intimate 
social relationships with Asian youth than with third-generation White students. Analyses 
of social relationships between Mathematics teachers and students reveal a different 
pattern: overall, Mathematics teachers report having worse personal relationships with 
Latino students than with White third-generation students. In contrast to patterns in the 
previous table, the lack of familiarity Mathematics teachers have with their Latino 
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students disappears once school characteristics are considered. Therefore, the 
disadvantage Latino youth experience may be due to the fact that they attend, on average, 
schools with few resources and large populations, which are two factors that hinder 
teacher-student relationships.
27
 Tables 5.4a through 5.4c show coefficients from 
regression models that estimate measures of Mathematics teacher-student personal 
relationships. The organization of Tables 5.4a through 5.4c is the same as that of Tables 
5.3a through 5.3c.  
Model 1 in Table 5.4a shows that Mathematics teachers report being less familiar 
with all generations of Latinos, as well as third-generation Asians.
28
 These patterns of 
disadvantage remain net of other student and teacher characteristics (Models 2 and 3). 
However, once school characteristics are considered in Models 4 and 5, there is no 
overall disadvantage for Latino students. In all models, Mathematics teachers are less 
familiar with third-generation Asians.  
[Table 5.4a about here.] 
Turning to teachers’ perceptions of student passivity, Model 1 in Table 5.4b 
provides further evidence of disadvantage for second- and third-generation Latinos. For 
example, Mathematics teachers have 23 percent lower odds of not perceiving second- and 
third-generation Latinos as exceptionally passive or withdrawn.
29
 The disadvantage 
remains in Models 2 – 4; however, once student, teacher, and school characteristics are 
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 For example, second-generation Latinos attend schools that have on average 1000 more students than 
third-generation Whites. 
28
 The coefficients for first- and second-generation Latinos is significant at the p<0.10 level. 
29
 e^-0.26 = 0.77 
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considered in the Model 5, only third-generation Latinos are disadvantaged, and the 
coefficient is marginally significant.  
[Table 5.4b about here.] 
 
There is also some evidence that Mathematics teachers are less likely to talk with 
students belonging to certain immigrant groups. In Model 3 in Table 5.4c, second-
generation Latinos have 19 percent lower odds of talking with their Mathematics teachers 
outside of class,
30
 although the coefficient is not significant in other models. In the final 
model, Model 5, second-generation Latinos are still disadvantaged, but the coefficient is 
now marginally significant. 
[Table 5.4c about here.] 
Associations between Mathematics teacher-student relationship measures and 
variables representing other student, teacher, and school characteristics are similar to 
patterns in the previous table. Mathematics teachers report having stronger personal 
relationships with students who participate in extracurricular activities, are attentive in 
class, and have a better command of English. They also are more familiar with students 
from higher socioeconomic backgrounds. Asian, Black, and Latino teachers are more 
likely not to perceive students as passive and more likely to talk with students outside of 
class; the same is true for female teachers. Similar to findings with English teachers and 
students, Mathematics teachers in larger schools are less likely to form strong personal 
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relationships with students. Mathematics teachers are also more likely to be familiar with 
students in schools that have better resources.  
 To provide an overall portrait of teacher-student personal relationships, Tables 
5.5a and 5.5b present coefficients from linear regression models that estimate personal 
relationships English and Mathematics teachers report having with students.
31
 Table 5.5a 
estimates students’ personal relationships with English teachers and Table 5.5b focuses 
on Mathematics teachers. Similar to Tables 5.3 and 5.4, Model 1 considers the 
race/ethnicity-generation status, family socioeconomic status, gender, and age of the 
student. Models 2, 3, and 4 include other student, teacher, and school characteristics, 
respectively. Model 5 includes all other student, teacher, and school variables from 
previous models.  
Overall, Tables 5.5a and 5.5b confirms patterns from the two previous tables: 
English teachers have tepid relationships with second- and third-generation Asians and 
Mathematics teachers have weak relationships with first- and second-generation Latinos. 
Evidence of disadvantage in Tables 5.5a and 5.5b is robust to student, teacher, and school 
characteristics (Model 5 in both tables). These patterns are in contrast to findings from 
Table 5.4 that show that school characteristics account for Latino disadvantage from their 
Mathematics teachers. Moreover, English teachers report having weak relationships with 
second-generation Black students, but have stronger relationships with third-generation 
Black students relative to third-generation White students. Teachers also have closer 
personal relationships with students who participate in extracurricular activities, have a 
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 Teacher-student personal relationships are operationalized in separate factor variables for English and 
Mathematics teachers. 
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stronger command of English, are more attentive in class, come from higher 
socioeconomic backgrounds, are older, and are female. Unlike in previous tables, there is 
no clear association between the race/ethnicity of teachers and the personal relationships 
they form with students, although female Mathematics teachers form stronger 
relationships with students (Models 3 and 5 in Table 5.5b). Larger school size is again 
associated with weaker personal relationships, and there is evidence that English teachers 
in schools with adequate instructional space have better relationships with students.  
[Table 5.5a about here.] 
[Table 5.5b about here.] 
 
Propensity Score Matching Analyses of Students’ Later Academic Expectations as a 
Function of Early Teacher-Student Personal Relationships  
I use propensity score matching to adjust for potential selection effects due to 
unobserved heterogeneity. As Table 5.7 shows, before matching, the years of expected 
education (measured in 12
th
 grade) is approximately two-thirds of a year higher for 
students who experience strong teacher-student relationships in 10
th
 grade (17.19 years of 
education) compared to those without strong relationships (16.53 years). After propensity 
score matching, the years of expected education (measured in 12
th
 grade) is 
approximately one-third of a year higher for students who experience strong teacher-
student relationships in 10
th
 grade (17.19 years of education) compared to those without 
strong relationships (16.87 years). Therefore, strong teacher-relationships early in high 
school are tied to more academic optimism later in high school.  
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[Table 5.7 about here.] 
 
Discussion 
Results from this study provide evidence that certain racial/ethnic minority and 
immigrant groups experience social disadvantage in terms of having tepid relationships 
with their teachers, as reported by teachers. Patterns of teacher-student personal 
relationships vary by subject, race/ethnicity, and generation status. English teachers 
report having worse personal relationships with Asian students than with third-generation 
White students. The overall personal relationships Mathematics teachers have with 
Latino students is weaker. When other characteristics of students, teachers, and schools 
are considered, patterns of social disadvantage do not change substantially on overall 
measures of teacher-student personal relationships.  
While patterns of personal relationships are robust to student, teacher, and school 
characteristics, these characteristics are associated with personal relationships. Both 
English and Mathematics teachers form stronger relationships with students who come 
from higher socioeconomic backgrounds, are female, participate in extracurricular 
activities, are more attentive in class, and have better command of English. Minority 
teachers form stronger relationships with all students, although this pattern was only 
found on individual measures and not the summative measure of teacher-student 
relationships. Having a large student population in the school was associated with weaker 
personal relationships between teachers and students. Moreover, having adequate school 
resources was linked to stronger relationships. On one measure of personal relationships, 
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Mathematics teacher familiarity with students, factoring in school characteristics, 
accounted for the disadvantage Latinos experienced. This pattern suggests that the net 
disadvantage Latino youth face may be due to the larger size and lower levels of 
resources available in their schools. Finally, strong teacher-student relationships early on 
in high school are also associated with academic outcomes in 12
th
 grade.  
Results showing that teachers form weaker personal relationships with minority 
and immigrant students, and that these relationships matter academically, suggest that on 
a large scale, certain groups may not be exposed to valuable forms of social capital that 
are conducive to their socialization. And while teacher-student personal relationships 
matter in terms of students’ feelings of belonging in the U.S., racial/ethnic and 
generational disparities still remain after factoring in these relationships. Therefore, the 
assumption that schools and teachers socialize youth who may be unfamiliar with U.S. 
norms and customs may not be correct. Patterns of disadvantage among specific groups 
of adolescents may also serve as evidence of the subtle discrimination minority and 
immigrant youth may experience in their daily lives. Qualitative research has revealed 
that racial minority students often report experiences of discrimination by their teachers 
(Carter, 2005; Tuan, 1998). These accounts usually include active discrimination –name 
calling, direct mentions of the race of the student and misbehavior, etc. – and suggest that 
other forms of discrimination may exist. In particular, passive discrimination may shape 
how familiar teachers are with certain students, perceptions teachers may have of student 
passivity, and teacher interactions with students. The results of this chapter suggest that 
these forms of social disadvantage may reflect the influence on teachers of racial 
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stereotypes. Moreover, minority and immigrant disadvantage are robust to student, 
teacher, and school characteristics, which suggest the pervasive and pertinacious nature 
of racist ideologies.  
Different patterns in interactions between English and Mathematics teachers and 
Asian and Latino students suggest that distinct stereotypes of each group may shape 
relationships. For Asian Americans, two stereotypes are described by academic literature. 
First, the “Model Minority” stereotype assumes that Asian Americans are academically 
successful, particularly in Mathematics (Kao, 1995; Lee, 1996; Tuan, 1998). Another 
prominent stereotype presumes that Asian American students are quiet and passive in 
social interactions (Yeh, Kim, Pituc, & Atkins, 2008). Both Mathematics and English 
teachers may have more tepid relationships with Asian American students because they 
assume Asian Americans are innately passive. However, Mathematics teachers may also 
believe they are innately talented in their subject, which can promote closer relationships 
with Asian American youth. Thus, the assumption that Asian American youth are passive 
may explain the result that youth are less close with their English instructors, whereas the 
Model Minority stereotype may counteract such social disadvantage with their 
Mathematics teachers.  
My findings suggest that different stereotypes may shape Latino students’ 
relationships with their teachers, particularly their isolation from Mathematics but not 
English teachers. In contrast to stereotypes of Asian Americans as high achieving in 
Mathematics and passive, studies suggest that teachers hold stereotypes of Latinos as less 
competent in Mathematics (Bouchey & Harter, 2005), while no studies suggest that 
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Latinos are stereotyped as particularly passive. Teachers’ perceptions that Latino youth 
are less competent in Mathematics than Whites may explain why Latino adolescents are 
more isolated from their Mathematics teachers. Regarding the relationships between 
English teachers and their Latino students, there is no previous empirical evidence to 
suggest that Latinos are or should be isolated from their English teachers, which my 
study also finds. There is a widespread notion that Latino students struggle with English. 
This stereotype may hinder how English teachers develop relationships with their Latino 
students. However, I control for English language ability in my analyses and still find that 
English teachers do not form weaker personal relationships with their Latino students 
compared to White students. It may be the case that many Latino students are enrolled in 
English language learning classes with teachers who may be sensitive to their particular 
needs.  
I also find that closer teacher-student relationships are associated with students’ 
stronger feelings of belonging in the U.S. However, certain minority and immigrant 
students still identify less with the U.S, regardless of the relationships teachers form with 
them. Personal relationships with other key social actors, such as peers, parents, and other 
important adults may explain these disparities, and future research should investigate the 
role of these relationships in the social acclimation of minority and immigrant youth.  
Although this paper provides evidence of both distinct social disadvantage that 
minority and immigrant youth experience and equity in teacher expectations, there are 
limitations to this chapter. First, only three available measures of teacher and student 
relationship are used in this chapter. However, even with these conservative and limited 
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measures, clear differences between teacher-student relationships emerge, which suggests 
that other measures of teacher and student relationships may also reveal similar patterns. 
Second, few measures of belonging and understanding of social norms are available in 
the follow-up student survey in the 12
th
 grade. Third, racial/ethnic categories and 
generation status used in this chapter are, at best, an approximation of the variety of 
racial/ethnic backgrounds reflected in the sample.  
Despite these limitations, the findings in this chapter provide strong evidence that 
teachers have weak personal relationships with certain groups of minority and immigrant 
youth. The findings of this paper may reflect a subtle, more “passive” form of racial 
discrimination, and are consistent with racial stereotypes that work to disadvantage 
certain racial/ethnic groups.  
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CHAPTER 6: 
THE OTHER SIDE OF THE STORY: TEACHER CONTACT WITH 
PARENTS OF RACIAL/ETHNIC MINORITY AND IMMIGRANT 
ADOLESCENTS 
 
Introduction 
 An integral component of a child’s academic and social well-being in school is 
strong teacher-parent communication. Decades of research have shown that children 
flourish when there is personal contact between adults in the lives of children, both in 
terms of academic and social outcomes (Fan & Chen, 2001; Hill & Tyson, 2009; Iverson 
et al., 1981). Many of these benefits occur not only because parents and teachers are 
better informed about the academic progress and situation of the child, but also because 
closed networks can reinforce strong norms and prevent the student from deviating from 
an academic path.  
 Despite the importance of teacher-parent communication, research on patterns of 
interaction between teachers and parents is remarkably one-sided. Whereas much work 
has examined the nature of parents contacting teachers and schools (Greenberg et al., 
2003; Hill & Tyson, 2009; Kao & Rutherford, 2007; Sui-Chu & Willms, 1996), we know 
little about how teachers contact parents. Even more importantly, it is unclear how 
teachers communicate with parents who are more likely to face barriers in interacting 
with schools. Prior research has shown that many immigrant minority parents contact 
schools less frequently than native-born White parents due to language, resource 
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constraints, and differences in cultural understandings between parents, teachers, and 
schools (Rumbaut & Portes, 2001; Suárez-Orozco & Suárez-Orozco, 2002; Turney & 
Kao, 2009). Therefore, teachers reaching out to these parent populations may be 
particularly important as the first step in developing strong teacher-parent relationships.  
To examine patterns of teachers communicating with parents, I utilize the a 
nationally representative sample of U.S. high school sophomores, the Education 
Longitudinal Study of 2002 (ELS:2002). In this paper, I use three specific situations in 
which teachers may contact parents: (1) for students’ failure to complete homework; (2) 
for disruptive behavior in school; and (3) for student accomplishments. I begin by 
providing a descriptive analysis of potential differences in teachers contacting parents of 
children belonging to different racial/ethnic and immigrant groups. Next, I employ 
regression analysis to whether patterns of teachers contacting parents are shaped by 
teacher reports of student academic achievement and behavior, teacher perception of 
parental involvement, and the English-language proficiency of parents.    
 
Analytic Strategy 
 To address the question of whether patterns of contact between English and 
Mathematics teachers and parents differ by race/ethnicity and generation status of the 
student, this chapter employs two-sample tests for proportions to examine descriptive 
differences in rates of communication. Logistic regression is then used to examine how 
student, teacher, and parental characteristics may shape patterns of teachers reaching out 
to parents. For ease of interpretation, predicted percentages are presented that illustrate 
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rates of teacher-parent contact with parents of children who rarely do homework, are 
often disruptive, and are not academically behind. All analyses use appropriate primary 
sampling units and base-year sample weights to adjust for the complex sampling design 
of the ELS:2002.
32
 
 
Results 
Bivariate Relationship between Race/Ethnicity and Generation Status of Student and 
English Teacher Contact with Parents 
 To demonstrate differences in English teacher contact with parents, Table 6.1 
presents the proportion of parents of children contacted by English teachers for failure to 
complete homework, disruptive behavior in school, and accomplishments, by 
race/ethnicity and generation status of the student. All racial/ethnic and generation groups 
are compared to third-generation Whites. Overall, three results emerge. First, a low 
percentage of English teachers contact immigrant Asian parents (the parents of first- and 
second-generation Asian students) to inform them of their child’s failure to complete 
homework or disruptive behavior. For example, less than 20 percent of English teachers 
report contacting the parents of first- and second-generation Asian parents over issues 
with homework, which is 10 percent points less than rates for third-generation White 
parents. This difference is significant at the p < 0.05 level.  
[Table 6.1 about here] 
                                            
32
 Models with interaction terms between race/ethnicity and generation status and gender and family 
socioeconomic status were considered in supplemental analyses. No interaction terms were found to be 
significant.  
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Second, and in contrast to patterns of English teachers reaching out to foreign 
born Asian parents, a high proportion of English teachers reach out to third-generation 
Black and Latino students over negative behavior. There is a 10-point percentage gap 
between rates of English teachers contacting parents of third-generation Black students 
over failures to complete homework (39 percent) and disruptive behavior (20 percent) 
and White parents (29 and 9 percent, respectively). English teachers contact 34 and 15 
percent of third-generation Latino parents for homework and behavioral issues in school, 
respectively. These differences are significant at the p < 0.05 level.  
Finally, a smaller proportion of English teachers contact parents of Asian and 
Latino students of all generations compared to the parents of third-generation White 
youth. For example, 30 percent of English teachers reach out to parents of second- and 
third-generation Asian students over their children’s accomplishments, compared to 
English teachers contacting nearly half (47 percent) of third-generation White parents 
over good news.  
Bivariate Relationship between Race/Ethnicity and Generation Status of Student and 
Mathematics Teacher Contact with Parents 
 Table 6.2 presents proportions of Mathematics teachers contacting parents by 
race/ethnicity and generation status. Similar to patterns of English teachers 
communicating with parents, a lower percentage of Mathematics teachers also 
communicate with parents of first- and second-generation Asian parents over academic 
and behavioral issues in the classroom compared to third-generation Whites. Moreover, 
parents of third-generation Black and Latino students are also contacted more by 
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Mathematics teachers over students’ failure to complete homework and disruptive 
behavior (as are second-generation Latino and Blacks for behavioral issues).  
[Table 6.2 about here] 
Differing slightly from patterns of communication between English teachers and 
parents are generational differences in Mathematics teacher-parent contact. For example, 
Mathematics teachers contact foreign-born Asian and Latino parents less with news of 
accomplishments, (compared to English teachers contacting less all generations of Asians 
and Latinos). Moreover, generational differences between first/second and third-
generation within each racial/ethnic group are statistically significant.  
Multivariate Regression Analyses of English Teachers Contacting Parents  
Descriptive results suggest that English and Mathematics teachers contact parents 
of racial/ethnic minority and immigrant youth less than parents of third-generation White 
students. However, these results may be shaped by other student, teacher, and parent 
characteristics. To consider these factors that may shape teacher-parent communication, I 
employ regression analysis. Tables 6.3a-c present coefficients from logistic regression 
models that estimate English teacher reports of contacting parents. Similar to previous 
tables, three outcomes are analyzed: English teachers contacting parents due to student’s 
failure to complete homework (Table 6.3a), disruptive behavior in school (Table 6.3b), 
and accomplishments (Table 6.3c). For each outcome, Model 1 only includes dummy 
variables for race/ethnic and generation group of the student and basic controls for family 
socioeconomic status, whether the student is female, and the age of the student. Model 2 
includes English teacher reports of the frequency of homework completion, disruption, 
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and whether the student has fallen behind in school work for the three outcomes, 
respectively. Model 3 includes a binary variable for whether the teacher perceives the 
parents to be not involved in their child’s schooling, and Model 4 includes a variable 
representing a scale for parent’s English proficiency. Model 5, the full model, includes all 
variables from previous model specifications.  
[Table 6.3a about here] 
Turning to the first outcome, English teacher contact with parents over student’s 
failure to complete homework, English teachers are less likely to contact immigrant and 
minority parents, net of all control variables. For example, across Models 1a through 1e, 
first-generation Asian Americans have lower odds of being contacted by English teachers, 
net of reported frequency of homework completion, teacher perception of parental 
involvement, and parental English ability. Moreover, in the full model (Model 5, Table 
6.3a), parents of second-generation Asians, first-generation Latinos, and third-generation 
Black students have 39, 34, and 6 percent lower odds of being contacted by English 
teachers for homework completion problems compared to parents of third-generation 
White youth.
33,34
  
Patterns of teacher-parent contact over disruptive behavior differ by racial/ethnic 
group. Similar to patterns in communication over academic concerns, English teachers 
are also less likely to contact parents of first-generation Asians over disruptive behavior 
                                            
33
 e^-0.50 = 0.61, e^-0.42 = 0.66, e^-0.06 = 0.94 
34
 The coefficients for second-generation Asians are significant at the p < 0.05 level in Models 2 and 5 and 
are significant at the p < 0.10 level in Models 1, 3, and 4 in Table 6.3a. The coefficient for first-generation 
Latinos is significant at the p < 0.05 level in Model 5 and is significant at the p < 0.10 level in Model 2 in 
Table 6.3a. The coefficients for third-generation Blacks are significant at the p < 0.05 level in Models 2 and 
5. In Models 1, 3, and 4 they are significant at the p < 0.10 level and in the positive direction.  
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across Models 1 through 5 in Table 6.3b. For example, net of teacher report of poor 
behavior, parental involvement, and parental English proficiency, parents of first-
generation Asian students have 65 percent lower odds of being contacted by English 
teachers compared to parents of their third-generation White classmates.
35
 Parents of 
third-generation Latino students have higher odds of being contacted by English teachers 
over disruptive behavior in some models, although the coefficient is not statistically 
significant in models that consider teacher report of the frequency of disruption (Models 
2 and 5 in Table 6.3b). In the final model, Model 5 in Table 6.3b, English teachers are 
more likely to contact parents of first-generation Black students over poor behavior in the 
classroom.  
[Table 6.3b about here] 
In terms of communication with parents over the accomplishments of their 
children, English teachers are less likely to contact minority immigrant parents. Across 
all models, English teachers have lower odds of contacting parents of first-generation 
Asian and Latinos and second-generation Asians (26, 14, and 52 percent lower odds in 
Models 5 in Table 6.3c).
36
 Second-generation Blacks are also at a disadvantage in Model 
5 in Table 6.3c, as are second- and third-generation Latinos, although the coefficients for 
the latter are only marginally significant.  
[Table 6.3c about here] 
Coefficients representing teacher perception of students work in the expected 
direction. Teachers who report that students complete homework most or all of the time 
                                            
35
 e^-1.06 = 0.35 
36
 e^-0.30 = 0.74, e^-0.15 = 0.86, e^-0.77 =0.48. 
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are less likely to contact parents over issues of homework completion compared to 
students who rarely complete assignments. Similarly, teachers who report that students 
are disruptive are much more likely to contact parents over behavioral issues than parents 
of students who never are disruptive in the classroom. For homework and disruptive 
behavioral concerns, English teachers are more likely to contact parents they perceive as 
being not involved in their children’s schooling, although the coefficients are not 
statistically significant in the full models. However, English teachers are less likely to 
contact involved parents over accomplishments, and this finding persists in the final 
model (Model 5 in Table 6.3c). Parental English proficiency is only statistically 
significant in Model 5 in Table 6.3c, and suggests that English teachers are more likely to 
contact parents who have a greater command of the English language over 
accomplishments of their children. English teachers are less likely to contact parents of 
children who have higher socioeconomic backgrounds over homework problems, and are 
also less likely to contact female students over homework and behavioral issues.  
Multivariate Regression Analyses of Mathematics Teachers Contacting Parents 
 Tables 6.4a-6.4c presents coefficients from logistic regression models estimating 
circumstances when Mathematics teachers contact parents. The organization of the table 
is the same as Table 6.4, and overall, patterns of contact between Mathematics teachers 
and parents over failure to complete homework assignments or accomplishments in 
school are similar to English teacher-parent patterns. However, communication between 
Mathematics teachers and minority immigrant parents differ from that of English teachers 
over disruptive behavior.  
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[Table 6.4a about here] 
 Turning to the first outcome, Mathematics teacher contact with parents to inform 
them over homework problems, patterns of first-generation Asian disadvantage are the 
same as with English teachers. Across Models 1a through 1e in Table 6.4a, Mathematics 
teachers are less likely to contact the parents of first-generation Asian students, net of 
teacher report of homework completion and parental involvement, and parental report of 
English proficiency. For example, in Model 5 in Table 6.4a, the parents of first-
generation Asian youth have 44 percent lower odds of being contacted by Mathematics 
teachers compared to parents of their third-generation White peers.
37
 Parents of second-
generation Latino and first- and second-generation White students are also less likely to 
be contacted (Model 5 in Table 6.4a).  
 Mathematic teachers are also less likely to communicate with parents of first- and 
second-generation Asians, over disruptive behavior in school across Models 1 through 2 
in Table 6.4b, compared to third-generation White students. The magnitude of the 
difference is large: in Model 5, parents of second-generation Asians have 80 percent 
lower odds of being contacted by Mathematics teachers, net of factors such as teacher 
report of classroom behavior.
38
 In contrast to patterns of communication between 
Mathematics teachers and parents of first- and second-generation Asian students, 
Mathematics teachers are more likely to contact third-generation Latino and Black youth 
across all models. In Model 5 in Table 6.4b, the parents of third-generation Latino and 
                                            
37
 e^-0.42 = 0.66 
38
 e^-1.59 = 0.20 
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Black students have 63 and 34 percent greater odds of being contacted by Mathematics 
teachers for behavioral problems compared to parents of third-generation White parents.
39
 
[Table 6.4b about here] 
 Mathematics teachers, like English teachers, also are less likely to contact 
minority immigrant parents with news of their children’s accomplishments. In Models 1 
through 5 in Table 6.4c, English teachers are less likely to inform parents of first- and 
second-generation Asian and first-generation Latino youth as compared to parents of 
their third-generation White peers.  
[Table 6.4c about here] 
 Coefficients of control variables for teacher report of academic progress and 
behavioral issues are similar in direction and magnitude to those in models estimating 
English teacher contact with parents. Mathematics teachers are less likely to contact 
parents of children who complete homework and have fewer behavioral problems in the 
classroom. Mathematics teachers are less likely to contact parents who they perceive as 
not being involved with news of their children’s accomplishments. Parental English 
proficiency is not statistically significant in any of the models, and like English teachers, 
Mathematics teachers are less likely to contact parents of children who have higher 
socioeconomic backgrounds over homework problems, and are also less likely to contact 
female students over homework and behavioral issues. Mathematics teachers are also 
more likely to contact parents of children with higher socioeconomic backgrounds over 
                                            
39
 e^0.49 = 1.63, e^0.29 = 1.34 
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accomplishments, although the coefficient is only marginally significant in the full model 
(Model 5, Table 6.4c).  
Predicted Rates of Teacher Contact with Parents 
 To provide a more intuitive illustration of rates of teacher contact with parents of 
minority and immigrant youth, I use predicted probabilities (in percentages) of teacher 
contact with parents of children. Figure 6.1a shows rates of contact between English 
(blue bar) and Mathematics teachers (red bar) and parents over homework problems 
among students who have most or all of the time have problems completing homework.
40
  
Parents of first- and second-generation Asian students who have homework completion 
issues are contacted infrequently. For example, less than 5 percent of English teachers 
contact parents of first-generation Asian students who rarely do homework, which is ten 
percent less than rates of contact with parents of third-generation White counterparts. 
Mathematics teachers also have lower rates of contact with parents of first-generation 
White students with homework completion problems. 
[Figure 6.1a about here] 
 Figure 6.1b shows rates of contact between teachers and parents to inform parents 
of disruptive behavior, among children who are disruptive.
41
 Similar to models estimated 
in previous tables, Mathematics teachers report contacting a high percentage of third-
                                            
40
 Predicted rates are calculated from models that estimate teacher contact with parents over failures to 
complete homework among students who teachers report having homework completion problems most or 
all of the time. 
41
 Disruptive students are defined as students who teachers report being disruptive in school most or all of 
the time. 
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generation Latino and Black students over behavioral issues.
42
 Among students with 
reported behavioral problems, 33 percent of Mathematics teachers contact parents of 
third-generation Latino and Black students, which is ten percentage points higher than for 
parents of third-generation White students. In contrast, only 5 percent of Mathematics 
teachers contact parents of second-generation Asian students, and 9 percent of English 
teachers contact first-generation Asian students regarding disruptive behavior in school. 
  [Figure 6.1b about here] 
 Predicted rates of teacher contact with parents over student accomplishments also 
mirror regression results. Figure 6.1c shows the percentage of teachers who contact 
parents of children who are academically successful over news of accomplishments in 
school.
43
 A lower percentage of English and Mathematics teachers report contacting 
parents of academically successful first- and second-generation Asians, compared to 
parents of third-generation Whites. For example, 26 percent of English teachers contact 
parents of second-generation Asian students, while 46 percent contact parents of third-
generation White students.  
 
Discussion 
Existing research on patterns of communication between parents and teachers has 
overwhelmingly focused on patterns of parents reaching out to teachers. The goal of this 
                                            
42
 English teachers also have high rates of contacting parents of first-generation Black students over 
behavioral issues, although it should be cautioned that the number of first-generation Black students in the 
sample is not large. 
43
 Academically successful children are defined as students who are not behind academically according to 
teacher reports. 
87 
 
chapter is to document the opposite direction of contact: teachers contacting parents over 
concerns with students’ academic and behavior performance in the classroom, as well as 
with news of accomplishments. First, I find that patterns of English and Mathematics 
teacher contact with parents vary by race/ethnicity and generation status of the student. 
Both English and Mathematics teachers report contacting parents of first- and second-
generation Asian students less for homework and behavioral issues, as well as 
accomplishments in schools, compared to parents of third-generation Whites. A lower 
proportion of teachers also contact parents of Latinos over accomplishments, and in 
particular, parents of first- and second-generation Latinos. In contrast, both English and 
Mathematics teachers report contacting a higher proportion of parents of third-generation 
Latino and Black students (and Mathematics teachers, second-generation Latino and 
Black students) over disruptive classroom behavior as compared to parents of third-
generation White students. These patterns hold even after considering teacher report of 
the respondent’s classroom academic and social behavior, perceptions of parental 
involvement, and parental report of English language proficiency. Teacher report of 
student’s homework completion, classroom behavior, and overall academic performance 
are associated with teacher-parent contact over analogous issues in an expected direction. 
Teachers are also less likely to contact parents with news of accomplishment when they 
perceive parents not to be involved in their children’s schooling. 
Findings from this study show that race/ethnicity and generation status matters in 
terms of English and Mathematics teachers reaching out to parents. As a result, parents of 
minority and immigrant youth, who are already at a disadvantage in terms of navigating 
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the U.S.’s complex schooling system, may not be receiving vital feedback and advice that 
can help further their children’s academic and social experience. Previous research 
reveals that a number of barriers, such as long work hours and tepid reception from 
school faculty, undermine parents’ efforts to communicate with schools (Hornby & 
Lafaele, 2011; López et al., 2001; Turney & Kao, 2009). From this body of work arise 
narratives that portray how stigma and perceived lack of caring on the part of teachers 
and principals deter minority immigrant parents from interacting with schools, and also 
how racial stereotypes play a role in shaping beliefs that teachers may have of certain 
groups. Results from this paper are consistent with these prior findings. On a larger scale, 
results from this chapter also call into question the assumed role of schools and teachers 
as socializers of newcomers. 
 Given the distinct differences of teacher communication with parents from 
different racial/ethnic and immigrant backgrounds, it is useful to ask: what may account 
for these differences?  Across academic and behavioral issues and the subject matter 
expertise of the teacher, immigrant Asian parents are contacted far less than third-
generation White parents. This finding supports the notion that Asian American students 
are “Model Minorities.”  For teachers who subscribe to this stereotype, Asian American 
students are academic overachievers and are “culturally” obedient in the classroom. 
Asian American parents may be perceived as overbearing (consistent with the “Tiger 
Mom” notion) and therefore completely aware of their child’s superior academic progress. 
It may not be a surprise that teachers do not often reach out to parents of Asian American 
students, even if their children have academic and behavioral problems. However, this 
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inattention from teachers may explain why researchers find that many Asian American 
students and their parents report being “invisible” in schools and have their needs unmet 
(Louie, 2004; Yeh, Kim, Pituc, & Atkins, 2008). 
 In sharp contrast to the invisibility of Asian American students, third-generation 
Latino and Black students are hyper visible in terms of teachers, particularly Mathematics 
teachers, contacting parents over disruptive behavior in school. Prior work shows that 
teachers often perceive the classroom behavior of Black and Latino students to be worse 
than White students’ (Ainsworth-Darnell & Downey, 1998; Coutinho et al., 2002). The 
results of this paper show that even net of teacher report of student behavior, teachers are 
more likely to communicate with parents over their children’s perceived disruptions in 
the classroom. This sensitivity suggests that teachers may already prescribe to the bias 
that Latino and Black are poorly behaved, are “loud,” or oppositional, which is consistent 
with scholarship that examines teacher-student interactions (Chang & Demyan, 2007). 
The finding that Mathematics teachers are more sensitive to the disruptive behavior of 
Latino and Black youth than English teachers may be linked to stereotypes that Black and 
Latino students are less capable of learning mathematics (Bouchey & Harter, 2005).  
 How involved teachers perceive parents to be is also an important factor in 
shaping when teachers reach out to parents. Both English and Mathematics teachers reach 
out less with news of accomplishments to parents whom they perceive to be uninvolved. 
This suggests that contact with parents over positive news may be seen as extraneous. 
Ironically, teachers contacting parents that are perceived to be not invested with good 
news may be a tactic to create parental buy in, and may be an even a more powerful tool 
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for creating lines of communication for minority and immigrant parents who do not have 
as much contact with schools.  
Although I find evidence of disadvantage that minority and immigrant parents and 
youth experience with teachers, there are a number of limitations to this study. First, only 
binary measures of teachers contacting parents were available in the dataset, and further 
studies should examine the frequency and quality of communication between teachers 
and parents. Second, the racial/ethnic categories used in these analyses are an 
approximation of the diverse backgrounds reflected using the ELS:2002 dataset.  
Nonetheless, the findings of this paper provide robust evidence that teachers 
contact certain groups of minority and immigrant parents less frequently. Patterns of 
communication are also consistent with racial stereotypes that teachers may prescribe to, 
and highlight the important role that teachers can play in the academic and social lives of 
students and their families.  
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CHAPTER 7: 
DISCUSSION 
 
 The social relationships that adolescents have are not the same across racial/ethnic 
and immigrant groups. In my analyses, I use data from the Education Longitudinal Study 
of 2002, a panel study of U.S. high school sophomores. Overall, I find that children of 
immigrants across many racial/ethnic groups are more likely than third-generation Whites 
not to report having any friends in school, although their equal participation in 
extracurricular activities may afford them opportunities for social interactions in a 
formally structured setting. Minority and immigrant youth also experience social 
disadvantage in terms of personal relationships with their teachers. Consistent with 
stereotypes of specific racial/ethnic groups, English teachers report having weaker 
relationships with Asian students compared to the relationships teachers have with their 
third-generation White counterparts. Mathematics teachers have tepid relationships with 
first- and second-generation Latino students. And while characteristics of students, 
teachers, and schools shape teacher-student relationships, they do not explain fully the 
disadvantage experienced by Asian and Latino students. Finally, teachers also 
communicate differently with parents of minority immigrant youth. Teachers are less 
likely to contact parents of first- and second-generation Asian students to inform them of 
homework completion or behavioral problems, or with good news of accomplishments, 
even after considering teacher perceptions of academic and disruptive behavior. These 
results suggest that teachers prescribe to stereotypes that Asian students excel 
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academically and are well-behaved in the classroom, even when they are not. This 
disadvantage is also consistent with studies that reveal the invisibility that Asian students 
and parents feel when interacting with teachers. In contrast, Mathematics teachers are 
much more likely to contact parents of third-generation Latino and Black over issues of 
disruptive behavior, even after controlling for teachers perceptions of student classroom 
behavior. This pattern may be explained by work that illustrates negative stereotypes that 
some teachers may have that Black and Latino students are poorly behaved.  
 
Social capital, assimilation, and the institutional role of schools 
 One of the goals of this dissertation is to incorporate theories of social capital and 
assimilation to analyze the role of schools as a socializing institution. That is to say, I 
question the macro-role of schools as assimilators by examining the smaller interactions 
that happen within schools that are likely necessary ingredients to foster social adaptation 
of non-dominant youth. I argue that it is not enough for researchers or policymakers to 
assume that schools will expose and teach students on the periphery to mainstream norms 
and expectations. The results of my dissertation support this claim. Social relationships 
within the social networks of minority and immigrant youth – youth that scholars and 
policymakers have long argued are in most need of social support – are precisely the 
groups of individuals that are socially isolated. For example, prior research has found that 
immigrant youth and their families are often very unfamiliar with the byzantine schooling 
system in the U.S., and rely on well-meaning teachers for social support (Chen, Rubin, & 
Li, 1995; Stanton-Salazar, 2001). However, I find that on average, teachers report having 
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the weakest relationships with children of immigrants. Teachers also are less likely to 
reach out to immigrant Asian parents. All these factors highlight the problem in assuming 
that teachers share their invaluable knowledge with parents who are in most need of 
information. These findings are not contradictory with the results of previous studies, but 
suggest that teacher relationships are a serendipitous, rather than constant, resource for 
minority immigrant youth.  
 
Student, teacher, and school characteristics that shape social relationships 
 My research also reveals contextual factors that shape relationships in the lives of 
adolescents. Although minority immigrant groups experience disadvantage in terms of 
the social relationships within the school context, different characteristics of students, 
teachers, and schools are associated with these relationships. In terms of interaction with 
friends and peers, family conditions and parenting styles matter. Adolescents with parents 
who are not married are more likely to socialize with friends, perhaps as an outlet for 
social interaction. Youth who have parents who are strict also are more likely to socialize 
with peers and participate in extracurricular activities, which is consistent with research 
that shows that more authoritarian parenting is associated with greater levels of social 
competency and participation in activities (Baumrind, 1966; Pellerin, 2005). Teacher and 
school characteristics also shape relationships teachers have with students. In general, 
female teachers are closer with students than male teachers, and teachers that work in 
smaller schools with good resources also have stronger bonds with students. There is 
mixed evidence as to how important the English ability of students is in fostering teacher-
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student relationships, which suggests that language is not the primary barrier to 
relationships. Finally, school context matters in the expected ways: teachers who work in 
small and well-resourced schools report having stronger relationships, likely due to the 
time they can afford connecting with students, than teachers in larger and poorly-
resourced schools.  
 
Persistent inequality and racial stratification  
Another contribution of my dissertation is to literature on inequality and 
stratification. To complement studies that commonly draw from qualitative 
methodologies and focus on the social lives of one group, I provide a national portrait 
that compares social relationships that adolescents may have across racial/ethnic and 
immigrant groups. Only when one is able to observe differences across groups can one 
make claims of inequality. The findings also point to the persistent importance of race 
and immigration. As is the case in many other domains such as friendship and 
relationship formation, labor outcomes, and housing and segregation, the experiences of 
different racial/ethnic and immigrant groups vary drastically.  
 
The power of stereotypes 
 Finally, the contribution of my dissertation provides clues as to why stratification 
along racial/ethnic and immigrant lines are so immutable. Despite a strong rhetoric of a 
“post-racial” America, the concept of race as an important factor that influences the lives 
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of individuals remains of the utmost importance (Fritz & Stone, 2009). The results of this 
dissertation fall into a body of research that documents racial/ethnic disparities, but why 
do such inequalities exist?  Decades of research have examined how in contemporary 
times, racial prejudices still underlie much of the disadvantage in U.S. society (Anderson 
& Massey, 2001; Massey & Lundy, 2001; Pager, 2008). Specific stereotypes that pertain 
to certain groups – such as the Model Minority image of Asian Americans, or the notion 
that Black and Latino students and their families are uninterested in education – shape the 
thoughts and actions of even the most well-meaning individuals. Although my 
dissertation uses data and methodologies that do not directly examine racial prejudice and 
discrimination, striking patterns of disadvantage that are consistent with specific 
stereotypes point to the powerful influence of stereotypes. 
 
Future direction of research 
 The findings presented in the prior chapters are informative about the social 
relationships adolescents form within and around the school context. One overarching 
finding is that in a number of cases, minority immigrant youth do not form strong ties 
with peers and teachers. A natural extension of this research is to investigate the 
academic and social outcomes of the lack of social relationships. In terms of academic 
outcomes, does the lack of social ties experienced by many minority immigrant youth 
shape future grade point averages, academic expectations, and college-going?  Do 
parental academic expectations and interactions play a greater role when youth, and in 
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particular those with low academic performance and expectations, lack strong ties with 
peers and teachers?   
 Prior research has also highlighted the importance of social engagement to a 
number of positive social outcomes, such as greater happiness, more civic participation, 
and feelings of belonging in school and neighborhoods (Kroger, 2007; McFarland & 
Thomas, 2006; Olsen, 1972; Resnick et al., 1997). The question remains: does social 
isolation effect minority immigrant youth differently than majority youth?  For example, 
does social isolation more negatively impact groups of youth that already are at risk of 
feeling disconnected from their host society?   
 The finding that teachers do not reach out to all parents equally also provides a 
new perspective on literature that has documented patterns of minority immigrant parents 
communicating with schools. However, the question remains how teacher non-
communication with parents is associated with subsequent parental engagement with 
schools, and vice versa. With the recent availability of new longitudinal datasets that 
survey parents and teachers in multiple waves, such as the High School Longitudinal 
Study of 2009, future research should investigate these issues.  
 Finally, the results of this dissertation point to the persistent influence of 
stereotypes in the social lives of minority immigrant youth. Although it is difficult to 
propose a plan of action to address peer bias, it is possible, and of utmost importance, that 
teachers be made aware of their own potential biases. While there is a wealth of research 
that recommends various “best practices” in multicultural education (i.e. Banks, 1993; 
Sleeter, 2000; Yosso et al., 2004), it is still unknown how frequently teachers these 
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practices, or whether teachers have conversations about race/ethnicity and immigration in 
their teacher education programs. These vital pieces of scholarship must be carried out to 
determine how teachers nationwide think about race, and how conceptualizations of 
difference shape the lives of their students.  
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TABLES 
Table 3.1 Weighted Descriptive Statistics for Demographic Variables Used 
in Analyses 
 
Variable 
Mean / 
proportion 
Standard 
deviation 
N 
   Race/ethnicity and immigration status 
  
 
      First-generation Asian 0.02 
 
520 
      Second-generation Asian 0.02 
 
560 
      Third-generation Asian 0.00 
 
90 
      First-generation Hispanic 0.04 
 
450 
      Second-generation Hispanic 0.05 
 
570 
      Third-generation Hispanic 0.06 
 
770 
      First-generation Black 0.01 
 
70 
      Second-generation Black 0.01 
 
100 
      Third-generation Black 0.13 
 
1,480 
      First-generation White 0.01 
 
130 
      Second-generation White 0.02 
 
260 
      Third-generation White 0.62 
 
7,290 
   Female 0.50 
 
6,230 
   Family socioeconomic status (SES)
a
 0.00 1.00  
   Age 16.46 0.61  
N 12,300  
Notes: Third-generation students include respondents who are third generation 
or higher. 
a 
Family socioeconomic status includes the following: mother's education, 
father's education, mother's occupational prestige, father's occupational 
prestige, and family income. 
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Table 3.2 Weighted Descriptive Statistics for Dependent Variables Used in Analyses 
Variable 
Mean / 
proportion 
Std. 
dev. N 
   
 
Chapter 4: 
  
 
   Has any friends 0.94 
 
12,300 
   Socializes with friends 0.97 
 
11,540 
   Participates in school sports 0.66 
 
10,710 
   Participates in school clubs 0.52 
 
11,930 
   Participates in outside activities 0.88 
 
11,500 
   
Chapter 5:    
     English teacher measures:    
Teacher familiarity with student 2.82 0.42 8,700 
Teacher does not perceive student to be passive 0.87  9,720 
Teacher and student talk outside of class 0.41  9,780 
Personal relationship with teacher 0.00 0.69 9,930 
     Mathematics teacher measures:    
Teacher familiarity with student 2.81 0.42 9,120 
Teacher does not perceive student to be passive 0.87  10,120 
Teacher and student talk outside of class 0.35  10,170 
Personal relationship with teacher 0.00 0.67 10,290 
     It is important (for student) to be patriotic  0.83  9,950 
    
Chapter 6:    
             English teacher measures of contact with parents:    
Failure to complete homework 0.30  7,630 
Disruptive behavior 0.11  7,660 
Accomplishments 0.45  9,030 
     Mathematics teacher measures of contact with parents:    
Failure to complete homework 0.32  7,810 
Disruptive behavior 0.11  7,800 
Accomplishments 0.42  9,530 
Note: Teacher familiarity with student on scale of 1 to 3 (1 = not familiar, 2 = familiar, 3 = 
very familiar). 
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Table 3.3a Weighted Descriptive Statistics for Independent Variables Used in the Analyses 
Variable 
Mean / 
proportion 
Standard 
deviation 
Chapter 4:  
     Parents married or in marriage-like relationship 0.77
    Number of siblings 2.33 1.47 
   Parental strictness 2.71 0.68 
   Health impedes school performance 0.09 
    Currently employed 0.25 
    Tenth-grade GPA 2.67 0.83 
   Proportion of possible sports offered at school 0.53 
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Table 3.3b Weighted Descriptive Statistics for Independent Variables Used in Analyses 
Variable Mean / proportion Std. dev. 
Chapter 5:   
     Student characteristics:   
Student has friend(s) 0.94  
Student participates in extracurricular activities 0.79  
Student's English ability (scale) 0.00 0.84 
Student is attentive in class (English teacher report) 0.75  
Student is attentive in class (Mathematics teacher report) 0.73  
     English teacher characteristics:   
Female 0.74  
White 0.89  
Asian 0.01  
Black 0.06  
Latino 0.03  
Other 0.02  
Age 42.46 10.43 
Years of experience 14.18 9.60 
     Mathematics teacher characteristics:   
Female 0.56  
White 0.86  
Asian 0.02  
Black 0.06  
Latino 0.04  
Other 0.02  
Age 42.62 10.28 
Years of experience 14.84 9.62 
     School characteristics:   
School size in highest quintile 0.23  
Adequate instructional space 0.21  
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Table 3.3c Weighted Descriptive Statistics for Independent Variables Used in Analyses 
Variable Mean / proportion Std. dev. 
Chapter 6:   
     English teacher report:   
          Frequency of homework completion:         Never 0.02  
Rarely 0.08  
Some of the time 0.17  
Most of the time 0.35  
All of the time 0.38  
          Frequency of disruption:                             Never 0.62  
Rarely 0.21  
Some of the time 0.14  
Most of the time 0.03  
All of the time 0.01  
          Student has fallen behind in school work 0.36  
          Teacher perceives parents to be not involved 0.13  
     Mathematics teacher report:   
          Frequency of HW completion:                    Never 0.02  
Rarely 0.08  
Some of the time 0.18  
Most of the time 0.36  
All of the time 0.36  
          Frequency of disruption:                             Never 0.63  
Rarely 0.21  
Some of the time 0.12  
Most of the time 0.03  
All of the time 0.01  
          Student has fallen behind in school work 0.35  
          Teacher perceives parents to be not involved 0.12  
Parental English proficiency scale 0.03 0.99 
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Table 4.1 Weighted Proportions of Friendship and Extracurricular Participation, by Race/Ethnicity, Immigrant 
Generation, and Race/Ethnicity and Immigrant Generation 
  Has any friends 
Socializes 
with friends 
Participates in 
school sports 
Participates in 
school clubs 
Participates in 
outside activities 
           Race/ethnicity 
   Asian 0.93 ** 0.94 ** 0.55 *** 0.58 
 
0.91 * 
   Hispanic 0.93 *** 0.95 ** 0.55 *** 0.39 *** 0.84 ** 
   Black 0.91 *** 0.97 ** 0.67 
 
0.47 *** 0.85 ** 
   White 0.95 
 
0.98 
 
0.69 
 
0.56 
 
0.89 
 Immigrant generation 
            First-generation 0.92 ** 0.93 ** 0.49 *** 0.40 *** 0.85 ** 
   Second-generation 0.92 ** 0.95 ** 0.57 *** 0.44 *** 0.86 * 
   Third-generation 0.94 
 
0.98 
 
0.68 
 
0.54 
 
0.88 
 Race/ethnicity and immigration generation 
   Asian 
                First-generation 0.93 
 
0.96 ** 0.54 * 0.55 
 
0.90 
       Second-generation 0.92 
 
0.94 * 0.52 ** 0.63 ** 0.92 
       Third-generation 0.92 
 
0.88 
 
0.69 
 
0.45 
 
0.93 
    Hispanic 
                First-generation 0.92 * 0.92 ** 0.46 *** 0.33 *** 0.81 * 
      Second-generation 0.93 
 
0.94 ** 0.56 
 
0.36 ** 0.83 
       Third-generation 0.95 
 
0.97 
 
0.61 
 
0.45 
 
0.86 
    Black 
                First-generation 0.88 
 
0.90 ** 0.59 
 
0.44 
 
0.88 
       Second-generation 0.91 
 
0.95 
 
0.56 * 0.35 * 0.91 
       Third-generation 0.92 
 
0.97 
 
0.68 
 
0.48 
 
0.85 
    White 
                First-generation 0.91 * 0.94 ** 0.49 *** 0.41 ** 0.91 
       Second-generation 0.91 * 1.00 * 0.68 
 
0.50 
 
0.87 
       Third-generation 0.95 
 
0.98 
 
0.69 
 
0.56 
 
0.89 
 N 12,300 11,540 10,710 11,930 11,500 
Notes: Third-generation students include respondents who are third generation or higher. All Ns are unweighted and rounded to 
the nearest 10 to adhere to NCES regulations. Asterisks for significance tests of proportions compare all race/ethnic groups to 
Whites, first- and second-generation immigrants to third-generation immigrants, and first- and second-generation racial/ethnic 
groups to their third-generation counterparts. *** p <.001, ** p < .01, * p < .05. 
104 
 
 
 
Table 4.2 Coefficients from Logistic Regression Models Estimating Friendship 
 
Has any friends   
Socializes with 
friends 
  Model 1 Model 2   Model 1 Model 2 
      Race/ethnicity and immigrant generation 
        First–generation Asian -0.25** -0.23* 
 
-0.64* -0.52 
   Second–generation Asian -0.40* -0.41* 
 
-1.16* -1.07* 
   Third–generation Asian -0.39 -0.39 
 
-1.96** -1.98** 
   First–generation Hispanic -0.47 -0.39 
 
-1.22** -1.27* 
   Second–generation Hispanic -0.27 -0.23 
 
-0.88 -0.93 
   Third–generation Hispanic 0.07 0.13 
 
-0.30 -0.40 
   First–generation Black -0.85*** -0.69** 
 
-1.61** -1.62*** 
   Second–generation Black -0.56 -0.47 
 
-0.90* -1.06** 
   Third–generation Black -0.48 -0.40 
 
-0.13 -0.34 
   First–generation White -0.62 -0.61 
 
-1.16* -1.18* 
   Second–generation White -0.53 -0.52 
 
2.68** 2.65** 
Female 0.53*** 0.49** 
 
0.50 0.63 
Family socioeconomic status (SES) 0.06 0.03 
 
0.32 0.41* 
Age 
 
-0.17* 
  
-0.02 
Parents married or in marriage-like relationship 
 
0.04 
  
-0.27* 
Number of siblings 
 
-0.03 
  
-0.07 
Parental strictness 
 
-0.14 
  
0.22* 
Health impedes school performance 
 
0.34 
  
0.08 
Currently employed 
 
0.05 
  
0.23 
Tenth-grade GPA 
 
0.03 
  
-0.41** 
      Constant 2.65*** 5.69*** 
 
3.66*** 4.85* 
 
(0.04) (0.41) 
 
(0.01) (0.80) 
Observations 12,300 12,300   11,540 11,540 
Notes: Third-generation students include respondents who are third generation or higher.  
*** p < .001, ** p < .01, * p < .05. 
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Table 4.3 Coefficients from Logistic Regression Models Estimating Participation in Extracurricular Activities 
  Participates in school sports   
Participates in 
school clubs   
Participates in 
outside activity 
  Model 1 Model 2   Model 1 Model 2   Model 1 Model 2 
         Race/ethnicity and immigrant generation 
           First–generation Asian -0.50* -0.41*** 
 
0.13* 0.02 
 
0.32 0.29 
   Second–generation Asian -0.69* -0.58 
 
0.32* 0.23 
 
0.36* 0.31 
   Third–generation Asian -0.10 0.19 
 
-0.57 -0.55 
 
0.41 0.46 
   First–generation Hispanic -0.55* -0.29 
 
-0.67 -0.56 
 
-0.19 -0.15 
   Second–generation Hispanic -0.23 0.00 
 
-0.47** -0.37*** 
 
-0.19* -0.15 
   Third–generation Hispanic -0.21* 0.01 
 
-0.28** -0.07 
 
-0.14 -0.05 
   First–generation Black -0.19 -0.03 
 
-0.29 -0.26 
 
0.16 0.21 
   Second–generation Black -0.51 -0.34 
 
-0.84 -0.63 
 
0.27 0.30 
   Third–generation Black 0.14 0.36 
 
-0.12* 0.16* 
 
-0.19 -0.08 
   First–generation White -0.91 -0.78 
 
-0.64 -0.65 
 
0.21 0.18 
   Second–generation White -0.10 0.04 
 
-0.25 -0.22 
 
-0.21 -0.22 
Female -0.29* -0.38* 
 
0.85** 0.74** 
 
-0.33** -0.37** 
Family socioeconomic status 0.48*** 0.43** 
 
0.46* 0.26 
 
0.48* 0.36* 
Age 
 
-0.00 
  
0.00 
  
-0.08* 
Parents married or in marriage-like relationship 
 
0.10* 
  
0.10* 
  
0.06 
Number of siblings 
 
-0.03** 
  
-0.02 
  
-0.04 
Parental strictness 
 
0.23 
  
0.16 
  
0.32*** 
Health impedes school performance 
 
0.16 
  
0.13 
  
0.01 
Currently employed 
 
0.19 
  
0.05 
  
0.21 
Tenth-grade GPA 
 
0.41*** 
  
0.56*** 
  
0.18* 
  
-2.58* 
      
         Constant 0.89*** 0.51 
 
-0.26** -2.28** 
 
2.23*** 2.30* 
Observations 10,710 10,710   11,930 11,930   11,500 11,500 
Note: Third-generation students include respondents who are third generation or higher.  
In Model 3 estimating participation in outside activity and participation in extracurricular activity, the outcome does not vary for second-
generation Black men, and therefore approximately 40 individuals are omitted from those analyses. *** p < .001, ** p < .01, * p < .05. 
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Table 5.1 Descriptive Means and Proportions of English Teacher and Student Personal Relationship 
Measures, by Race/Ethnicity and Generation 
 
Teacher familiarity with student 
 
Teacher does not 
perceive student 
to be passive 
 
Teacher and 
student talk 
outside of 
class 
  Mean  
Standard 
deviation 
  Proportion    Proportion 
First–generation Asian 2.74 *** 
 
0.47 
 
0.76 *** 
  
0.38 * 
Second–generation Asian 2.74 *** 
 
0.5 
 
0.8 *** 
  
0.31 *** 
Third–generation+ Asian 2.67 *** 
 
0.58 
 
0.8 * 
  
0.37 
 First–generation Latino 2.78 *** 
 
0.48 
 
0.8 *** + 
 
0.41 
 Second–generation Latino 2.78 *** 
 
0.46 
 
0.87 
   
0.42 
 Third–generation+ Latino 2.79 *** 
 
0.44 
 
0.84 ** 
  
0.39 
 First–generation Black 2.96 ** +++ 0.2 
 
0.84 
   
0.49 
 Second–generation Black 2.67 *** + 0.55 
 
0.75 *** ++ 
 
0.32 * 
Third–generation+ Black 2.79 *** 
 
0.46 
 
0.86 
   
0.39 * 
First–generation White 2.86 
  
0.35 
 
0.82 
   
0.44 
 
Second–generation White 2.82 
  
0.38 
 
0.9 
   
0.44 
 
Third–generation+ White 2.84 
  
0.39 
 
0.88 
   
0.42 
 
Overall 2.82     0.42   0.87       0.41   
Note: The question asking whether teacher remembers student is on a scale of 1 to 3 (1 = not well, 2 = well, 
3 = very well). Two-sample t-tests were used for English teacher's familiarity with student. Two-sample 
tests of proportion were used for other questions.  
* represents statistical difference from third-generation+ White. + represents statistical difference from 
third-generation+ co-racial/ethnic counterpart. Appropriate weights were used for estimates. *** / +++ p 
<0.01, ** / ++ p < 0.05, * / + p <0.10. 
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Table 5.2 Descriptive Means and Proportions of Mathematics Teacher and Student Personal 
Relationship Measures, by Race/Ethnicity and Generation 
 
Teacher familiarity with 
student  
Teacher does 
not perceive 
student to be 
passive 
 
Teacher 
and student 
talk outside 
of class 
  Mean  
Standard 
deviation 
  Proportion    Proportion 
First–generation Asian 2.73 *** 
 
0.52 
 
0.83 *** 
  
0.33 
 
Second–generation Asian 2.75 *** 
 
0.49 
 
0.86 *** 
  
0.31 
 
Third–generation+ Asian 2.65 *** +++ 0.57 
 
0.88 ** 
  
0.37 
 
First–generation Latino 2.69 *** + 0.52 
 
0.78 *** + 
 
0.30 * 
Second–generation Latino 2.73 *** 
 
0.51 
 
0.82 *** 
  
0.29 *** 
Third–generation+ Latino 2.79 ** 
 
0.42 
 
0.84 *** 
  
0.33 
 
First–generation Black 2.81 
  
0.40 
 
0.91 
   
0.36 
 
Second–generation Black 2.78 
  
0.42 
 
0.83 
 
++ 
 
0.37 
 
Third–generation+ Black 2.76 *** 
 
0.45 
 
0.87 
   
0.35 
 
First–generation White 2.76 
  
0.52 
 
0.83 
   
0.37 
 
Second–generation White 2,85 
  
0.38 
 
0.90 
   
0.34 
 
Third–generation+ White 2.83 
  
0.40 
 
0.88 
   
0.35 
 
Overall 2.81     0.42   0.87       0.35   
Note: The question asking whether teacher remembers student is on a scale of 1 to 3 (1 = not well, 2 
= well, 3 = very well). Two-sample t-tests were used for Mathematics teacher's familiarity with 
student. Two-sample tests of proportion were used for other questions.  
* represents statistical difference from third-generation+ White. + represents statistical difference 
from third-generation+ co-racial/ethnic counterpart. Appropriate weights were used for estimates. 
*** / +++ p <0.01, ** / ++ p < 0.05, * / + p <0.10. 
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Table 5.3a Coefficients from Ordered Logistic and Logistic Regression Models 
Estimating English Teacher-Student Personal Relationship Measures 
  Teacher familiarity with student 
  (1) (2) (3) (4) (5) 
Student characteristics 
     First–generation Asian -0.51* -0.51* -0.46* -0.44* -0.40 
Second–generation Asian -0.57** -0.60** -0.50** -0.52** -0.51** 
Third–generation+ Asian -0.88* -0.88* -0.74* -0.91* -0.78* 
First–generation Latino -0.15 -0.05 -0.07 -0.11 0.05 
Second–generation Latino -0.20 -0.18 -0.10 -0.16 -0.05 
Third–generation+ Latino -0.27 -0.20 -0.19 -0.27 -0.12 
First–generation Black 1.63 1.76 1.71 1.66 1.86 
Second–generation Black -0.84* -0.71 -0.81 -0.76 -0.60 
Third–generation+ Black -0.20 -0.12 -0.02 -0.18 0.06 
First–generation White 0.08 0.13 0.08 0.13 0.17 
Second–generation White -0.21 -0.17 -0.20 -0.22 -0.16 
Female 0.00 -0.09 0.01 0.01 -0.08 
Age -0.11** -0.06* -0.10*** -0.12** -0.07*** 
Family socioeconomic status 0.19** 0.06 0.18** 0.19** 0.05 
Student has friend(s) 
 
0.20 
  
0.15 
Student participates in 
extracurricular activities 
 
0.33*** 
  
0.32** 
Student's English ability 
(scale) 
 
0.28*** 
  
0.28*** 
Student is attentive in class 
 
0.01 
  
-0.01 
Teacher characteristics 
     Female 
  
0.06 
 
0.07 
Asian (reference: White) 
  
-0.65 
 
-0.58 
Black 
  
-0.47 
 
-0.47 
Latino 
  
-0.50* 
 
-0.49* 
Other 
  
-0.52** 
 
-0.48*** 
Age 
  
0.00 
 
0.00 
Years of experience 
  
-0.01 
 
-0.01 
School characteristic 
     School size in highest quintile 
   
-0.11 -0.08 
Adequate instructional space 
   
0.33** 0.30** 
Observations 8700 8700 8700 8700 8700 
Note: *** p <0.01, ** p < 0.05, * p <0.10 
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Table 5.3b Coefficients from Ordered Logistic and Logistic Regression Models 
Estimating English Teacher-Student Personal Relationship Measures 
  Teacher does not perceive student to be passive 
  (1) (2) (3) (4) (5) 
Student characteristics 
     First–generation Asian -0.71** -0.81** -0.68** -0.64** -0.73** 
Second–generation Asian -0.59** -0.74** -0.54** -0.52** -0.65* 
Third–generation+ Asian -0.67** -0.67* -0.58*** -0.65** -0.56** 
First–generation Latino -0.30 -0.15 -0.25 -0.22 -0.03 
Second–generation Latino 0.14* 0.20 0.19* 0.24*** 0.34* 
Third–generation+ Latino -0.17 -0.02 -0.11 -0.13 0.09 
First–generation Black -0.11 0.12 -0.11 -0.06 0.15 
Second–generation Black -0.87 -0.55 -0.86 -0.80 -0.50 
Third–generation+ Black 0.01 0.20 -0.00 0.02 0.20** 
First–generation White -0.46* -0.43** -0.30 -0.40* -0.23 
Second–generation White 0.23 0.36 0.27 0.25 0.42 
Female 0.19 -0.07 0.19 0.20 -0.07 
Age -0.15 -0.05 -0.16 -0.16 -0.07 
Family socioeconomic status 0.29** 0.01 0.29** 0.29** 0.02 
Student has friend(s) 
 
0.25 
  
-0.22 
Student participates in 
extracurricular activities 
 
0.61*** 
  
-0.17* 
Student's English ability 
(scale) 
 
0.57*** 
  
0.01 
Student is attentive in class 
 
0.56** 
  
0.00 
Teacher characteristics 
     Female 
  
0.24** 
 
0.19 
Asian (reference: White) 
  
-0.01 
 
0.60*** 
Black 
  
-0.03 
 
0.58*** 
Latino 
  
-0.25 
 
0.53** 
Other 
  
-0.21 
 
0.25** 
Age 
  
0.01 
 
0.26 
Years of experience 
  
0.01 
 
0.01 
School characteristic 
     School size in highest quintile 
   
-0.19** -0.18* 
Adequate instructional space 
   
-0.12 -0.09 
Observations 9720 9720 9720 9720 9720 
Note: *** p <0.01, ** p < 0.05, * p <0.10 
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Table 5.3c Coefficients from Ordered Logistic and Logistic Regression Models 
Estimating English Teacher-Student Personal Relationship Measures 
  Teacher and student talk outside of class 
  (1) (2) (3) (4) (5) 
Student characteristics 
     First–generation Asian -0.12 -0.15 -0.14 -0.09 -0.14 
Second–generation Asian -0.45** -0.53** -0.48** -0.41** -0.54** 
Third–generation+ Asian -0.23*** -0.22* -0.23*** -0.22*** -0.23** 
First–generation Latino 0.09 0.19 0.05 0.13 0.19 
Second–generation Latino 0.16 0.20 0.12 0.21* 0.21* 
Third–generation+ Latino -0.04 0.07 -0.07 -0.02 0.06 
First–generation Black 0.36 0.52 0.34 0.40 0.52 
Second–generation Black -0.42* -0.22 -0.39** -0.39* -0.17* 
Third–generation+ Black -0.04 0.08 -0.06 -0.04 0.06 
First–generation White 0.09 0.11 0.04 0.12 0.07 
Second–generation White 0.08 0.13 0.08 0.09 0.15 
Female 0.22*** 0.07** 0.21** 0.22** 0.06** 
Age 0.06* 0.12** 0.04 0.06* 0.10** 
Family socioeconomic status 0.19** 0.03* 0.20** 0.20** 0.04* 
Student has friend(s) 
 
-0.06 
  
0.32 
Student participates in 
extracurricular activities 
 
0.31 
  
0.13 
Student's English ability 
(scale) 
 
0.31*** 
  
0.00 
Student is attentive in class 
 
0.47*** 
  
-0.00 
Teacher characteristics 
     Female 
  
0.10 
 
0.10 
Asian (reference: White) 
  
0.17 
 
0.32 
Black 
  
0.04 
 
0.07 
Latino 
  
0.26 
 
0.32 
Other 
  
0.12 
 
0.13 
Age 
  
0.00 
 
0.00 
Years of experience 
  
-0.00 
 
-0.00 
School characteristic 
     School size in highest 
quintile 
   
-0.11 -0.12 
Adequate instructional space 
   
-0.03* -0.01 
Observations 9780 9780 9780 9780 9780 
Note: *** p <0.01, ** p < 0.05, * p <0.10 
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Table 5.4a Coefficients from Ordered Logistic and Logistic Regression Models 
Estimating Mathematics Teacher-Student Personal Relationship Measures 
  Teacher familiarity with student 
  (1) (2) (3) (4) (5) 
Student characteristics 
     First–generation Asian -0.45 -0.47 -0.46 -0.30 -0.35 
Second–generation Asian -0.41 -0.42* -0.41 -0.23 -0.26 
Third–generation+ Asian -0.90** -0.90** -0.94*** -0.89** -0.96*** 
First–generation Latino -0.52* -0.50* -0.55* -0.28 -0.33 
Second–generation Latino -0.32* -0.29* -0.42** -0.04 -0.14 
Third–generation+ Latino -0.23** -0.19* -0.28** -0.10 -0.13 
First–generation Black -0.13 -0.08 -0.16 0.04 0.06 
Second–generation Black -0.36 -0.33 -0.37 -0.24 -0.25 
Third–generation+ Black -0.23* -0.21* -0.26** -0.21* -0.21* 
First–generation White -0.25 -0.24 -0.25 -0.18 -0.19 
Second–generation White 0.13 0.16 0.10 0.22 0.23 
Female 0.10** 0.05 0.09** 0.11** 0.04 
Age 0.07 0.09 0.06 0.06* 0.08** 
Family socioeconomic 
status 0.22** 0.16** 0.22** 0.25** 0.18** 
Student has friend(s) 
 
0.06 
  
0.06 
Student participates in 
extracurricular activities 
 
0.37* 
  
0.33* 
Student's English ability 
(scale) 
 
-0.00 
  
0.01 
Student is attentive in class 
 
0.32*** 
  
0.32*** 
Teacher characteristics 
     Female 
  
0.32 
 
0.31 
Asian (reference: White) 
  
-0.11 
 
-0.08 
Black 
  
0.07 
 
0.08 
Latino 
  
0.34 
 
0.33 
Other 
  
0.31* 
 
0.45** 
Age 
  
0.01 
 
0.01 
Years of experience 
  
-0.01 
 
-0.01 
School characteristic 
     School size in highest 
quintile 
   
-0.56*** -0.54*** 
Adequate instructional 
space 
   
0.21*** 0.23** 
Observations 9120 9120 9120 9120 9120 
Note: *** p <0.01, ** p < 0.05, * p <0.10 
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Table 5.4b Coefficients from Ordered Logistic and Logistic Regression Models Estimating 
Mathematics Teacher-Student Personal Relationship Measures 
  Teacher does not perceive student to be passive 
  (1) (2) (3) (4) (5) 
Student characteristics 
     First–generation Asian -0.33 -0.46 -0.35 -0.25 -0.44 
Second–generation Asian -0.17 -0.27* -0.17 -0.08 -0.21 
Third–generation+ Asian -0.06 -0.04 -0.07 -0.04 -0.01 
First–generation Latino -0.48 -0.45* -0.43 -0.37 -0.30 
Second–generation Latino -0.26** -0.18** -0.20* -0.13*** -0.00 
Third–generation+ Latino -0.26** -0.16** -0.20*** -0.20** -0.04* 
First–generation Black 0.49 0.66 0.54 0.56 0.77 
Second–generation Black -0.37 -0.25 -0.34 -0.28 -0.15 
Third–generation+ Black 0.03 0.18 0.02 0.04 0.17* 
First–generation White -0.44 -0.56 -0.43 -0.39 -0.54 
Second–generation White 0.23 0.32 0.23 0.27 0.36 
Female 0.34** 0.14** 0.32** 0.35** 0.13* 
Age -0.08** -0.01 -0.08** -0.08** -0.01 
Family socioeconomic status 0.27 0.08 0.27 0.29 0.09 
Student has friend(s) 
 
0.31** 
  
-0.40** 
Student participates in 
extracurricular activities 
 
0.62*** 
  
0.22 
Student's English ability (scale) 
 
0.20*** 
  
0.00 
Student is attentive in class 
 
0.93*** 
  
-0.00 
Teacher characteristics 
     Female 
  
0.36*** 
 
0.30** 
Asian (reference: White) 
  
0.05 
 
0.60*** 
Black 
  
-0.10 
 
0.20*** 
Latino 
  
-0.28** 
 
0.93*** 
Other 
  
0.18 
 
0.34** 
Age 
  
-0.00 
 
0.06* 
Years of experience 
  
0.00 
 
-0.05 
School characteristic 
     School size in highest quintile 
   
-0.26** -0.24** 
Adequate instructional space 
   
0.00 0.06 
Observations     10,120      10,120      10, 120   10,120      10, 120 
Note: *** p <0.01, ** p < 0.05, * p <0.10 
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Table 5.4c Coefficients from Ordered Logistic and Logistic Regression Models Estimating 
Mathematics Teacher-Student Personal Relationship Measures 
  Teacher and student talk outside of class 
  (1) (2) (3) (4) (5) 
Student characteristics 
     First–generation Asian -0.08 -0.13** -0.09** -0.02 -0.11** 
Second–generation Asian -0.15 -0.19 -0.15 -0.09 -0.14 
Third–generation+ Asian 0.09 0.11 0.11 0.11 0.14 
First–generation Latino -0.09 -0.06 -0.12 -0.01 -0.02 
Second–generation Latino -0.15 -0.10 -0.21*** -0.06 -0.06* 
Third–generation+ Latino -0.06 -0.00 -0.09 -0.02 0.01 
First–generation Black 0.08 0.13* -0.02 0.13 0.08 
Second–generation Black 0.07 0.16 0.09 0.12 0.22 
Third–generation+ Black 0.06 0.15 0.02 0.07 0.12 
First–generation White 0.08 0.07 0.07 0.11 0.06 
Second–generation White -0.05 -0.00 -0.08 -0.02 -0.02 
Female 0.23*** 0.12*** 0.21** 0.23*** 0.10** 
Age 0.10* 0.15** 0.09* 0.10* 0.14** 
Family socioeconomic status 0.19* 0.08 0.19* 0.20* 0.08 
Student has friend(s) 
 
-0.16 
  
0.31 
Student participates in 
extracurricular activities 
 
0.41* 
  
0.04 
Student's English ability (scale) 
 
0.08*** 
  
0.01** 
Student is attentive in class 
 
0.70*** 
  
-0.02*** 
Teacher characteristics 
     Female 
  
0.22* 
 
-0.15 
Asian (reference: White) 
  
-0.14 
 
0.42* 
Black 
  
0.24 
 
0.10*** 
Latino 
  
0.33 
 
0.72*** 
Other 
  
-0.00 
 
0.21* 
Age 
  
0.00 
 
-0.11 
Years of experience 
  
-0.02*** 
 
0.29 
School characteristic 
     School size in highest quintile 
   
-0.20** -0.20*** 
Adequate instructional space 
   
0.07 0.05 
Observations     10,170      10,170  10, 170     10,170  10, 170 
Note: *** p <0.01, ** p < 0.05, * p <0.10 
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Table 5.5a Coefficients from Linear Regression Models Estimating Personal Relationship Measures 
with English and Mathematics Teachers 
  Personal relationship with English teacher 
  (1) (2) (3) (4) (5) 
Student characteristics 
     First–generation Asian -0.18 -0.19 -0.18 -0.16 -0.17 
Second–generation Asian -0.24** -0.27** -0.24** -0.22** -0.25** 
Third–generation+ Asian -0.29*** -0.27** -0.26*** -0.28*** -0.26*** 
First–generation Latino -0.03 0.01 -0.02 -0.01 0.04 
Second–generation Latino 0.01 0.03 0.03 0.04 0.07 
Third–generation+ Latino -0.05** -0.01 -0.04* -0.04** 0.01 
First–generation Black 0.15 0.21 0.15 0.16 0.23 
Second–generation Black -0.31** -0.22*** -0.30*** -0.29** -0.20*** 
Third–generation+ Black -0.02*** 0.03 -0.01 -0.02** 0.04** 
First–generation White -0.02 -0.01 -0.01 -0.01 0.01 
Second–generation White 0.02 0.05 0.03 0.03 0.06 
Female 0.06 -0.01 0.06 0.06 -0.01 
Age -0.02** 0.00 -0.03*** -0.03** -0.00 
Family socioeconomic status 0.09** 0.02 0.09** 0.09** 0.02 
Student has friend(s) 
 
0.06 
  
0.04 
Student participates in 
extracurricular activities 
 
0.17** 
  
0.17** 
Student's English ability (scale) 
 
0.14*** 
  
0.14*** 
Student is attentive in class 
 
0.16** 
  
0.15** 
Teacher characteristics 
     Female 
  
0.06 
 
0.06 
Asian (reference: White) 
  
-0.05** 
 
0.02 
Black 
  
-0.06 
 
-0.05 
Latino 
  
-0.06* 
 
-0.04 
Other 
  
-0.04 
 
-0.04 
Age 
  
0.00 
 
0.00 
Years of experience 
  
-0.00 
 
-0.00 
School characteristic 
     School size in highest quintile 
   
-0.06*** -0.05** 
Adequate instructional space 
   
-0.06 -0.05 
Constant 0.37** -0.35*** 0.35** 0.41** -0.31** 
Observations 9930 9930 9930 9930 9930 
Note: *** p <0.01, ** p < 0.05, * p <0.10 
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Table 5.5b Coefficients from Linear Regression Models Estimating Personal Relationship Measures 
with English and Mathematics Teachers 
  Personal relationship with Mathematics teacher 
  (1) (2) (3) (4) (5) 
Student characteristics 
     First–generation Asian -0.13 -0.16 -0.14 -0.09 -0.13 
Second–generation Asian -0.10 -0.12* -0.10 -0.06 -0.08 
Third–generation+ Asian -0.18 -0.17 -0.17 -0.17 -0.16 
First–generation Latino -0.17** -0.15** -0.16** -0.11* -0.09** 
Second–generation Latino -0.12*** -0.09** -0.13*** -0.05** -0.05** 
Third–generation+ Latino -0.08*** -0.05* -0.07* -0.05** -0.02 
First–generation Black 0.06 0.09 0.05 0.10 0.11 
Second–generation Black -0.09** -0.06** -0.08* -0.05*** -0.02* 
Third–generation+ Black -0.02 0.01 -0.03 -0.02 0.01 
First–generation White -0.11 -0.12 -0.12 -0.09 -0.11 
Second–generation White 0.05 0.08 0.04 0.07 0.09 
Female 0.09*** 0.04*** 0.08*** 0.09*** 0.03** 
Age 0.01* 0.03** 0.01 0.01** 0.03*** 
Family socioeconomic status 0.09*** 0.04*** 0.09** 0.09** 0.04** 
Student has friend(s) 
 
0.02 
  
-0.01** 
Student participates in 
extracurricular activities 
 
0.18** 
  
0.17** 
Student's English ability (scale) 
 
0.04*** 
  
0.04*** 
Student is attentive in class 
 
0.28*** 
  
0.28*** 
Teacher characteristics 
     Female 
  
0.12** 
 
0.11** 
Asian (reference: White) 
  
-0.07 
 
-0.06 
Black 
  
0.03 
 
0.04 
Latino 
  
0.05 
 
0.04 
Other 
  
0.04 
 
0.07** 
Age 
  
0.00 
 
0.00 
Years of experience 
  
-0.00* 
 
-0.01* 
School characteristic 
     School size in highest quintile 
   
-0.14*** -0.13*** 
Adequate instructional space 
   
0.03 0.04** 
Constant -0.26* -0.90** -0.28** -0.03 -0.70*** 
Observations       10,290       10, 290       10,290       10,290       10,290 
Note: *** p <0.01, ** p < 0.05, * p <0.10 
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Table 5.6 Treatment Effects of Having Strong Teacher-Student Relationships in 10
th
 Grade on 12
th
  
Grade Academic Expectations 
Variable Sample Treated Controls Difference S.E. T-stat 
12th grade academic expectations Unmatched 17.19 16.53 0.66 0.08 8.78 
  ATT 17.19 16.87 0.32 0.10 3.06 
Note: Differences between treated and control groups, both before and after matching, are statistically 
significant at the p < 0.005 level 
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Table 6.1 Proportion of Parents of Children Contacted by English Teacher, by Race/Ethnicity and 
Generation Status 
  
Failure to Complete 
Homework 
Disruptive Behavior in 
School Accomplishments 
First–generation Asian 0.18 *** 
 
0.03 *** 
 
0.39 *** +++ 
Second–generation Asian 0.17 *** 
 
0.04 *** 
 
0.30 *** 
 Third–generation+ Asian 0.26 
  
0.05 
  
0.30 ** 
 First–generation Latino 0.26 
 
++ 0.06 
 
+++ 0.39 *** 
 Second–generation Latino 0.28 
 
+ 0.11 
  
0.38 *** 
 Third–generation+ Latino 0.34 ** 
 
0.15 *** 
 
0.39 *** 
 First–generation Black 0.34 
  
0.14 
  
0.45 
  Second–generation Black 0.39 * 
 
0.12 
  
0.37 
  Third–generation+ Black 0.39 *** 
 
0.20 *** 
 
0.46 
  First–generation White 0.16 ** ++ 0.04 
  
0.47 
  Second–generation White 0.25 
  
0.07 
  
0.42 
  Third-generation+ White 0.29     0.09     0.47     
Note: *** p<0.01, ** p<0.05, * p<0.1 
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Table 6.2 Proportion of Parents of Children Contacted by Mathematics Teacher, by Race/Ethnicity and 
Generation Status 
  
Failure to Complete 
Homework 
Disruptive Behavior in 
School Accomplishments 
First–generation Asian 0.21 *** ++ 0.04 *** ++ 0.36 *** + 
Second–generation Asian 0.21 *** ++ 0.01 *** +++ 0.30 *** +++ 
Third–generation+ Asian 0.34 
  
0.13 
  
0.47 
  First–generation Latino 0.29 
 
+++ 0.08 
 
+++ 0.31 *** +++ 
Second–generation Latino 0.30 
 
+++ 0.13 ** 
 
0.37 *** + 
Third–generation+ Latino 0.39 *** 
 
0.16 *** 
 
0.43 
  First–generation Black 0.34 
  
0.01 
 
++ 0.38 
  Second–generation Black 0.35 
  
0.18 ** 
 
0.45 
  Third–generation+ Black 0.38 *** 
 
0.18 *** 
 
0.41 * 
 First–generation White 0.21 
  
0.05 
  
0.40 
  Second–generation White 0.33 
  
0.09 
  
0.34 *** +++ 
Third-generation+ White 0.30     0.09     0.44     
Note: *** p<0.01, ** p<0.05, * p<0.1 
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Table 6.3a Coefficients from Logistic Regression Models Estimating English Teacher Reports of 
Contacting Parents, by Racial/Ethnic and Generation Status  
 
Failure to Complete Homework 
  (1) (2) (3) (4) (5) 
Racial/ethnic - generation status 
     First–generation Asian -0.76*** -0.58*** -0.75*** -0.71*** -0.58*** 
Second–generation Asian -0.68* -0.50** -0.70* -0.66* -0.50** 
Third–generation+ Asian -0.05 -0.31 -0.20 -0.19 -0.30 
First–generation Latino -0.36 -0.45* -0.40 -0.21 -0.42*** 
Second–generation Latino -0.28 -0.42 -0.24 -0.19 -0.43 
Third–generation+ Latino 0.19 -0.15 0.19 0.18 -0.16 
First–generation Black 0.09 -0.14 0.10* 0.13 -0.12 
Second–generation Black 0.50 -0.13 0.50 0.42 -0.17 
Third–generation+ Black 0.35* -0.07*** 0.31* 0.34* -0.06** 
First–generation White -0.78 -0.70 -0.77 -0.74 -0.67 
Second–generation White -0.21 -0.45 -0.17 -0.18 -0.47 
Family socioeconomic status -0.25*** 0.10** -0.18*** -0.23*** 0.09** 
Female -0.68*** -0.28** -0.67*** -0.67*** -0.27** 
Age 0.07 -0.07 0.02 0.06 -0.06 
Frequency of HW completion: rarely (ref: 
never) 
 
0.20 
  
0.18 
Some of the time 
 
-0.15 
  
-0.19 
Most of the time 
 
-1.63*** 
  
-1.69*** 
All of the time 
 
-4.00*** 
  
-4.07*** 
Frequency of disruption: rarely (ref: never) 
 
(0.08) 
  
(0.10) 
Some of the time 
     Most of the time 
     All of the time 
     Student has fallen behind in school work 
     Teacher perceives parents to be not involved 
  
0.47** 
 
-0.18* 
Parental English proficiency scale 
   
0.04 0 
Observations 7,630 7,630 7,630 7,630 7,630 
Note: *** p<0.01, ** p<0.05, * p<0.1 
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Table 6.3b Coefficients from Logistic Regression Models Estimating English Teacher Reports of 
Contacting Parents, by Racial/Ethnic and Generation Status  
 
Disruptive Behavior in School 
  (1) (2) (3) (4) (5) 
Racial/ethnic - generation status 
     First–generation Asian -1.49*** -1.12** -1.49** -1.44*** -1.06** 
Second–generation Asian -0.83 -0.68 -0.86 -0.79 -0.65 
Third–generation+ Asian -0.49 0.09 -0.67 -0.69 0.10 
First–generation Latino -0.59 -0.47 -0.68 -0.44 -0.34 
Second–generation Latino -0.10* -0.02 -0.03 0.04 0.05 
Third–generation+ Latino 0.50** 0.11 0.50*** 0.50*** 0.11 
First–generation Black 0.31 0.96*** 0.33 0.33 0.98*** 
Second–generation Black 0.32 -0.16 0.39 0.32 -0.17 
Third–generation+ Black 0.79* 0.45 0.75* 0.78* 0.45 
First–generation White -0.89 -1.05 -0.85 -0.86 -1.01 
Second–generation White -0.24 -0.54 -0.23 -0.23 -0.54 
Family socioeconomic status -0.23* -0.07 -0.17 -0.23* -0.08 
Female -0.98*** -0.33** -0.98*** -0.99*** -0.33** 
Age 0.09** -0.05 0.06 0.09* -0.04 
Frequency of HW completion: rarely (ref: 
never) 
     Some of the time 
     Most of the time 
     All of the time 
     Frequency of disruption: rarely (ref: never) 
 
2.33*** 
  
2.33*** 
Some of the time 
 
4.06*** 
  
4.07*** 
Most of the time 
 
5.23*** 
  
5.24*** 
All of the time 
 
6.48** 
  
6.51** 
Student has fallen behind in school work 
     Teacher perceives parents to be not involved 
  
0.47*** 
 
-0.06 
Parental English proficiency scale 
   
0.06 0.05 
Observations 7,660 7,660 7,660 7,660 7,660 
Note: *** p<0.01, ** p<0.05, * p<0.1 
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Table 6.3c Coefficients from Logistic Regression Models Estimating English Teacher Reports of 
Contacting Parents, by Racial/Ethnic and Generation Status  
 
Accomplishments 
  (1) (2) (3) (4) (5) 
Racial/ethnic - generation status 
     First–generation Asian -0.27** -0.27** -0.24** -0.28** -0.30** 
Second–generation Asian -0.74*** -0.75*** -0.73*** -0.76*** -0.77*** 
Third–generation+ Asian -0.74* -0.74* -0.76* -0.77* -0.76 
First–generation Latino -0.13** -0.13*** -0.04** -0.25** -0.15** 
Second–generation Latino -0.21 -0.21 -0.21 -0.26 -0.29* 
Third–generation+ Latino -0.25* -0.24* -0.25** -0.23** -0.28* 
First–generation Black 0.03 0.03 0.10 0.02 0.09 
Second–generation Black -0.32 -0.31 -0.46* -0.40 -0.40** 
Third–generation+ Black 0.08 0.09 0.11 0.07 0.13 
First–generation White 0.01 0.01 0.02 -0.01 -0.00 
Second–generation White -0.23 -0.23 -0.25 -0.23 -0.27 
Family socioeconomic status 0.19* 0.19* 0.14 0.20* 0.15 
Female 0.02* 0.01 0.01 0.02** 0.01 
Age -0.02 -0.01 0.01 -0.03 0.02 
Frequency of HW completion: rarely (ref: 
never) 
     Some of the time 
     Most of the time 
     All of the time 
     Frequency of disruption: rarely (ref: never) 
     Some of the time 
     Most of the time 
     All of the time 
     Student has fallen behind in school work 
 
-0.05 
  
0.03 
Teacher perceives parents to be not involved 
  
-0.72*** 
 
-0.72*** 
Parental English proficiency scale 
   
-0.04 -0.05** 
Observations 9,030 9,030 9,030 9,030 9,030 
Note: *** p<0.01, ** p<0.05, * p<0.1 
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Table 6.4a Coefficients from Logistic Regression Models Estimating Mathematics Teacher Reports 
of Contacting Parents, by Racial/Ethnic and Generation Status  
 
Failure to Complete Homework 
  (1) (2) (3) (4) (5) 
Racial/ethnic - generation status 
     First–generation Asian -0.57** -0.41*** -0.55** -0.54** -0.42** 
Second–generation Asian -0.50 -0.62 -0.50 -0.49 -0.63 
Third–generation+ Asian 0.16 -0.23 0.20 0.18 -0.23 
First–generation Latino -0.21 -0.35 -0.28 -0.13 -0.39 
Second–generation Latino -0.16 -0.44** -0.17 -0.13 -0.46** 
Third–generation+ Latino 0.33 0.11 0.31 0.33 0.10 
First–generation Black 0.16 0.15 0.10 0.11 0.15 
Second–generation Black 0.09 -0.20 0.14 0.17 -0.20 
Third–generation+ Black 0.27 -0.14 0.24 0.28 -0.14 
First–generation White -0.55 -0.69** -0.58 -0.53 -0.70** 
Second–generation White 0.06 -0.14** 0.08 0.08 -0.14** 
Family socioeconomic status -0.18* 0.11* -0.12 -0.18* 0.12** 
Female -0.62*** -0.28** -0.60*** -0.61*** -0.28** 
Age 0.08 -0.03 0.04 0.07 -0.04 
Frequency of HW completion: rarely (ref: 
never) 
 
0.12 
  
0.13 
Some of the time 
 
-0.14 
  
-0.13 
Most of the time 
 
-1.69** 
  
-1.68** 
All of the time 
 
-3.93** 
  
-3.91** 
Frequency of disruption: rarely (ref: never) 
 
(0.55) 
  
(0.61) 
Some of the time 
     Most of the time 
     All of the time 
     Student has fallen behind in school work 
     Teacher perceives parents to be not involved 
  
0.58* -0.03 0.05 
Parental English proficiency scale 
    
-0.01 
Observations 7,810 7,810 7,810 7,810 7,810 
Note: *** p<0.01, ** p<0.05, * p<0.1 
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Table 6.4b Coefficients from Logistic Regression Models Estimating Mathematics Teacher 
Reports of Contacting Parents, by Racial/Ethnic and Generation Status  
 
Disruptive Behavior in School 
  (1) (2) (3) (4) (5) 
Racial/ethnic - generation status 
     First–generation Asian -1.10** -0.93** -1.09** -1.11*** -1.04** 
Second–generation Asian -2.21** -1.47** -2.22** -2.23** -1.59** 
Third–generation+ Asian 0.40 0.21 0.42 0.40 0.01 
First–generation Latino -0.27 0.17 -0.32 -0.29 -0.17 
Second–generation Latino 0.21 -0.14 0.22 0.21 -0.34 
Third–generation+ Latino 0.57*** 0.48** 0.55*** 0.57*** 0.49** 
First–generation Black -2.26 -2.24 -2.24 -2.26 -2.22 
Second–generation Black 0.69 0.01 0.68 0.69 0.02 
Third–generation+ Black 0.65*** 0.28*** 0.61*** 0.65*** 0.29** 
First–generation White -0.76 -0.66 -0.64 -0.61 -0.69 
Second–generation White -0.09 -0.80 -0.10 -0.10 -0.81 
Family socioeconomic status -0.14* 0.10 -0.10 -0.14** 0.10 
Female -0.80** -0.26 -0.79** -0.81** -0.26 
Age 0.15 0.11 0.12 0.14 0.12 
Frequency of HW completion: rarely (ref: 
never) 
     Some of the time 
     Most of the time 
     All of the time 
     Frequency of disruption: rarely (ref: never) 
 
2.17** 
  
2.18** 
Some of the time 
 
4.29*** 
  
4.30*** 
Most of the time 
 
5.83*** 
  
5.87*** 
All of the time 
 
5.45*** 
  
5.50*** 
Student has fallen behind in school work 
     Teacher perceives parents to be not involved 
  
0.38 
 
-0.15 
Parental English proficiency scale 
   
-0.01 -0.12 
Observations 7,800 7,800 7,800 7,800 7,800 
Note: *** p<0.01, ** p<0.05, * p<0.1 
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Table 6.4c Coefficients from Logistic Regression Models Estimating Mathematics Teacher 
Reports of Contacting Parents, by Racial/Ethnic and Generation Status  
 
Accomplishments 
  (1) (2) (3) (4) (5) 
Racial/ethnic - generation status 
     First–generation Asian -0.30** -0.30** -0.31** -0.30** -0.30** 
Second–generation Asian -0.60*** -0.60*** -0.60*** -0.59*** -0.60*** 
Third–generation+ Asian 0.12 0.12 0.07 0.09 0.10 
First–generation Latino -0.43** -0.43*** -0.36** -0.41*** -0.35** 
Second–generation Latino -0.16 -0.16 -0.17 -0.16 -0.15 
Third–generation+ Latino 0.01 0.02 0.02 0.00 0.02 
First–generation Black -0.18* -0.18* -0.17 -0.18* -0.17 
Second–generation Black 0.08 0.08 0.09 0.06 0.11 
Third–generation+ Black -0.05 -0.04 -0.01 -0.05 -0.01 
First–generation White -0.13 -0.14 -0.18 -0.17 -0.13 
Second–generation White -0.41 -0.40 -0.40 -0.41 -0.40 
Family socioeconomic status 0.16** 0.16** 0.12* 0.16** 0.12* 
Female -0.02 -0.03 -0.04 -0.02 -0.04 
Age 0.03 0.03 0.05* 0.03 0.05 
Frequency of HW completion: rarely (ref: 
never) 
     Some of the time 
     Most of the time 
     All of the time 
     Frequency of disruption: rarely (ref: never) 
     Some of the time 
     Most of the time 
     All of the time 
     Student has fallen behind in school work 
 
-0.07 
  
-0.02 
Teacher perceives parents to be not involved 
  
-0.53** 
 
-0.52** 
Parental English proficiency scale 
   
0.00 0.01 
Observations 9,530 9,530 9,530 9,530 9,530 
Note: *** p<0.01, ** p<0.05, * p<0.1 
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FIGURES 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1.1 Social Relationships in the Lives of Racial/Ethnic Immigrant Youth
Peers Teacher
s 
Parents 
 
 
Racial/ethnic immigrant 
minority youth 
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Figure 4.1 Predicted Probabilities of Friendship  
Note: Predicted probabilities estimated from Model 2 of Table 3. Continuous variables set to mean and proportion across categories used for categorical 
variables.  
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Figure 4.2 Predicted Probabilities of Participating in Extracurricular Activities 
Note: Predicted probabilities estimated from Model 2 of Table 4. Continuous variables set to mean and proportion across categories used for categorical 
variables.  
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Figure 6.1a Predicted Percentages of Teacher Contact with Parents over Failure to Complete 
Homework among Children Who Rarely Do Homework 
Note: Predicted percentages are calculated from logistic regression models that estimate teachers 
contacting parents due to student issues with homework among students who most, or all of the time have 
problems completing homework. Continuous variables set to mean and proportion across categories used 
for categorical variables.  
Note: Dotted lines represent predicted percentages of English (blue) and Mathematics (red) teacher 
contact with parents of third-generation+ Whites. 
Note: Darkly shaded bars are statistically significant at the p <0.05 level. 
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Figure 6.1b Predicted Percentages of Teacher Contact with Parents over 
Disruptions among Children Who are Often Disruptive 
        Note: Predicted percentages are calculated from logistic regression models that estimate teachers 
contacting parents due to student issues with disruptive behavior among students who most, or all of the 
time are disruptive in school. Continuous variables set to mean and proportion across categories used for 
categorical variables.  
Note: Dotted lines represent predicted percentages of English (blue) and Mathematics (red) teacher 
contact with parents of third-generation+ Whites. 
Note: Darkly shaded bars are statistically significant at the p <0.05 level. 
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Figure 6.1c Predicted Percentages of Teacher Contact with Parents over Accomplishments among 
Children Who are Not Behind Academically 
Note: Predicted probabilities are calculated from logistic regression models that estimate teachers 
contacting parents with news of accomplishments among students who have not fallen behind on school 
work. Continuous variables set to mean and proportion across categories used for categorical variables.  
Note: Dotted lines represent predicted percentages of English (blue) and Mathematics (red) teacher 
contact with parents of third-generation+ Whites. 
Note: Darkly shaded bars are statistically significant at the p <0.05 level. 
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APPENDIX TABLES 
Appendix Table 5.1 Means of Covariates used in Matching Equations between Matched and 
Unmatched Groups 
    Mean     t-test 
Variable   Treated Control %bias 
% Reduction in 
bias t-test p>t 
Family socioeconomic status Unmatched 0.20 0.03 22.40 
 
10.80 0.00 
 
Matched 0.23 0.26 -3.80 83.20 2.68 0.01 
        Student is female Unmatched 0.54 0.49 10.30 
 
4.93 0.00 
 
Matched 0.55 0.53 4.10 59.70 1.65 0.10 
        Student's age Unmatched 16.44 16.46 -3.20 
 
-1.54 0.12 
 
Matched 16.42 16.42 0.70 78.70 -1.36 0.17 
        School size in highest quintile Unmatched 0.15 0.21 -17.30 
 
-8.70 0.00 
 
Matched 0.15 0.13 5.00 71.30 -0.57 0.57 
        Adequate instructional space Unmatched 0.18 0.20 -4.20 
 
-2.21 0.03 
 
Matched 0.17 0.19 -5.50 -32.10 -2.16 0.03 
        Mathematics teacher years of 
experience Unmatched 14.78 14.94 -1.50 
 
-0.81 0.42 
 
Matched 14.96 14.37 5.90 -286.60 -0.24 0.81 
        
English teacher years of experience Unmatched 14.69 14.07 6.10 
 
3.30 0.00 
 
Matched 14.72 14.47 2.40 60.50 0.85 0.40 
        Student has friend(s) Unmatched 0.95 0.93 5.60 
 
2.63 0.01 
 
Matched 0.95 0.94 2.50 56.30 0.45 0.65 
        Student participates in extracurricular 
activities Unmatched 0.87 0.78 25.30 
 
11.52 0.00 
 
Matched 0.88 0.91 -8.00 68.30 0.89 0.37 
        Student's English ability (scale) Unmatched 0.25 -0.09 38.10 
 
20.75 0.00 
  Matched 0.35 0.33 2.40 93.70 4.28 0.00 
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Appendix Table 5.2 Coefficients from Linear Regression Models Estimating 12th Grade Academic 
Expectations 
  (1) (2) 
Expectations in 10th grade 
 
0.53*** 
Teacher-student personal relationship 
  English teacher 0.32*** 0.15** 
Mathematics teacher 0.28** 0.11* 
Constant 16.53*** 7.53** 
Observations 7,010 7,010 
*** p<0.01, ** p<0.05, * p<0.1 
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Appendix Figure 5.1 Percent Bias across Covariates used in the Estimating Equation for Propensity 
Score Matching 
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